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Abstract 
Mastering hiragana at the primary school level is a challenge for beginning Japanese 
learners and developing techniques for easing the task is continual. The inherent 
meaningfulness of the subject matter is acknowledged to be an important factor in the 
learning, assimilation and retention of new material. This study examined the 
incorporation of meaningfulness in hiragana instruction by comparing two classes of 
eleven year olds engaging with hiragana for the first time. One group received symbol 
instruction organised around known vocabulary, whereas instruction was organised 
by consonant-family for the second group. The study was undertaken to determine the 
instruction1s impact on the recognition, decoding and recall of hiragana, the learning 
strategies employed and the affective response to the task. Both groups undertook 
formative tests and a post test involving symbol recognition and formation. Four 
groups of students participated in focus group interviews. 
The reading theories underpinning the study were the interactive model developed by 
Ehri (1998) and the interactive compensatory model developed by Stanovich (in 
Samuels & Kamil, 1988). Both models hold that beginning readers use 'bottom-up' 
and 'top-down' processes when reading but the Stanovich model proposes that the 
reader compensates for weak skills or knowledge in one area of the model by relying 
on other sources of knowledge. A student may have weak grapho-phonemic skills and 
therefore support the need to extract meaning from the text by using world knowledge. 
Test results indicated that whereas the two groups had equal success in learning the 
script, one instructional method was not more statistically significant than the other in 
facilitating hiragana decoding and recall. The focus group interviews indicated that the 
students were overwhelmed by the novelty and by the scale of the task. Students in 
both groups primarily relied on rote learning techniques, foregoing more meaningful 
strategies that had been modelled and encouraged. The results suggest that for young 
beginning students, hiragana instruction needs to acknowledge individual learning 
styles and provide a range of 'hooks' to facilitate item decoding, of which 
meaningfulness is only one. 
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CHAPTER 1. 
The Challenge of the Squiggle 
I think altogether hiragana's ok, because of the games; and the 
boring bits and all the squiggles I don't like. (male student) 
1.1 Outcomes Focus to Teaching Japanese in Primary School 
Following the expansion of Japanese language instruction in the Australian school 
system in the late 1980s and the 1990s, the attention of parents, teachers, principals 
and policy makers is now focused on the outcomes that school students are able to 
achieve after several years of study. Some years after the inception of the Languages 
Other Than English (LOTE) program, attention began to be drawn to the levels of 
competency that could reasonably be achieved by the end of primary and secondary 
schooling (Djite, 1994) and this is an ongoing debate (Dabelstein, 2000). A second 
area of interest and of ongoing debate, is the process by which these goals can be 
attained (Scarino, 1997; Taylor & Olson, 1995). In Queensland for example, the 
Queensland School Curriculum Council has developed a LOTE curriculum that defines 
expected student outcomes across years four to ten in each key language, including 
Japanese (Queensland School Curriculum Council, 2000). Langdon (1997) states that 
this change to outcome based teaching will challenge teachers to rethink the way they 
teach and the way they think about their subject. It is within this rethinking that the 
author has couched this study, the aim of which is to explore alternative methods of 
teaching Japanese script to primary school children. 
As the Japanese language has been identified as a key language in Queensland schools 
and a new outcomes driven curriculum has been developed for its instruction, it is 
timely that a discussion of the instructional processes that will be used to attain those 
outcomes concerned with script comprehension be conducted. For beginning students 
the relevant level statement is as follows (Queensland School Curriculum Council, 
2000, p. 15): 
students interact with texts marked by highly predictable text structure 
and with simple, repetitive sentence structure and vocabulary. Content 
of texts is familiar and accessible with some explicit sociocultural 
content. Students read texts in hiragana that contain only a few ideas 
and are supported by clear and frequent visuals which illustrate these 
ideas. 
Students produce texts of a few words in hiragana ... 
Core learning outcome 1.2 (Queensland School Curriculum Council, 2000. p. 15) 
states that: 
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Students understand the meaning of key words written in hiragana 
(possibly referring to a chart) to which there has been significant 
exposure. Students use an awareness of sound-symbol relationships to 
decode and recognise some words from oral vocabulary written in 
hiragana. 
These outcomes are identified as those to be attained by the majority of students who 
have experienced one year of instruction, which comprises sixty hours of lessons. 
1.1. l Hurdles to Becoming Literate in Japanese 
The chief characteristic distinguishing Japanese from the other six nominated key 
languages in Queensland schools is its utilisation of four orthographic components; the 
kana syllabaries hiragana and katakana, kanji derived from Chinese orthography 
and romaji, derived from English orthography. The learning of the kanji and two 
kana scripts and the relinquishing of the use of romaji, is a major hurdle faced by 
students of Japanese in the path to becoming competent in the language (Davies, 
Ward, Smith, & Kato, 1996). In other respects Japanese is easier to master at the 
rudimentary level taught in primary school than is, for example, Chinese with its 
complex tonal structures. 
In Japan the scripts are taught in an order and manner prescribed by the Japanese 
Ministry of Education (Bourke, 1997; Hatano, 1986). The kana scripts are taught in 
'alphabetical' order starting with the five vowels and proceeding through the rest of 
the syllabary. This strategy is generally successful for Japanese students as they are 
familiar with the orthography and they have had six years of first language (LI) 
experience prior to the commencement of formal instruction. 
The situation is very different for the year six and seven students in Queensland 
primary schools who are the focus of this study. These students have little or no prior 
exposure to the Japanese language, yet must contend with these "secret codes" while 
also acquiring new vocabulary and language structures. 
It is this writer's experience that for some learners the kana and kanji scripts are an 
exciting challenge while for others the task of achieving mastery represents frustration 
and discouragement. Over several years of teaching hiragana for reading and writing 
to eleven and twelve year olds it became apparent that a significant percentage of the 
students experience great difficulty with the script. This difficulty then leads to a lack 
of progress in the reading and writing L2 modalities which resulted in loss of 
confidence, lack of motivation, disinterest in the subject and behaviour problems in the 
classroom. 
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The task of learning the Japanese language is perceived to be an important one for 
Australian school students. A major component of that task is the learning of an 
orthographic system at great variance from the majority of students' experience. 
However, the struggle that students have with learning hiragana could possibly be 
reduced by judicious teaching methodologies. 
1.1. 2 Timing the Commencement of Script Instruction 
Learning to write can be a positive motivation for the students as they are able to use 
written language for self study purposes as they become more capable of analytical 
thought processes (Clyne, 1986, p. 81; Clyne, Jenkins, Chen, Tsokalidou, & 
Wallner, 1995, p. 159). Clyne and his colleagues (Clyne et al., 1995) report a positive 
transfer from Ll to L2 when students are learning to write and state that this is 
particularly the case for older learners (middle primary) even when scripts are 
dissimilar. 
Grayson (1993) and Packard (1990) acknowledge that there is some value to delaying 
the introduction of Chinese script, as the delay permits the stronger formation of 
phonetic discrimination skills. Clyne (1986) recommends a delay of three terms or 100 
hours of daily instruction, to allow the students to gain control of the spoken 
language, with the qualification that maturation and Ll literacy skills are more crucial 
than time of introduction of the L2. In schools where second language instruction 
starts from grade one, Clyne (1986) advocates that by waiting one or two years before 
commencing writing instruction there is a more positive transfer of Ll writing skills. 
Jones (1993) made a discursive analysis of a Japanese as a Foreign Language program 
in Derbyshire, in the United Kingdom. The learners were primary aged and at a 
beginning level of Japanese. She was interested in the practice of the use of 
romanisation or kana to teach Japanese and particularly examined the timing of the 
introduction of script. 
Jones (1993) observed that the students under evaluation found it extremely difficult to 
learn the language through use of script in the first few weeks of instruction. Basic 
language patterns provided a significant cognitive load and the additional task of 
decoding the new orthography aggravated the difficulty of the task. However, Jones 
(1993) found that delaying the introduction of writing in the course until all the kana 
had been learned was not a realistic alternative as the students expressed a strong need 
to write the target structures down in order to keep a permanent record and also to 
provide an alternate way of processing and assimilating the new language as they were 
unable to do this through sound alone. The program under examination adopted a 
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flexible approach utilising kana and kanji from the start but allowing the use of 
romanisation in the first term only. Providing hiragana with parallel romaji beneath it 
was the policy followed in the classes in this study. 
Whereas the study by Koda (1992) did not seek to address the question of 
introduction of kanji and hiragana directly, she supports early introduction m 
beginning instruction. Advantages claimed for this approach are that this increases the 
students' exposure to the script and subsequently improves the lower level processing 
skills. A second claim is that written language skills enhance the spoken language 
skills. Ehri (in Koda, 1992, p. 508) supports this view with the statement that: 
written language supplies a visual - spatial model for speech and when 
children learn to read and spell, this model and its symbols are 
internalised as a representational system in memory. 
Early introduction of the kana script has several advantages over the early use of an 
unauthentic script such as romaji or the situation where students are left to develop 
idiosyncratic methods of transcription. In this case the visual spatial model is 
constructed based on the unauthentic script and the mental model has to be 
reconstructed when the authentic script is introduced, making a single learning task 
into three tasks: learning, unlearning and relearning. This opinion is supported by 
Clyne, Jenkins, Chen, Tsokalidou, & Wallner (1995) who reviewed the early 
introduction of Chinese script in Victorian primary schools. They too noted the 
possible development of bad habits in regard to stroke order associated with the non 
use of script. They also noted that delaying the introduction of authentic use of script 
in the early stages could deny students explicit instruction regarding the phoneme-
grapheme relationships. 
From the studies presented above there are clear advantages for the students to receive 
script instruction early in the language learning sequence. It therefore behoves teachers 
of Japanese as a foreign language to provide opportunities for the successful mastery 
of the scripts that will enable the learners to become proficient in processing all four 
language modes. Effective methods of organising this instruction are the subject of 
this study, with the aim of increasing the students' facility for reading and writing the 
script while decreasing the effort and time that students and teachers need to invest in 
achieving this mastery. 
1.2 Japanese Orthography 
The Japanese language is an inflectional language with a relatively restricted sound 
system of around 20 phonemes (Taylor & Olson, 1995). In Japan, children are first 
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formally taught the two syllabic kana scripts, hiragana and katakana, followed by 
the system derived from the Chinese script, kanji (Taylor & Olson, 1995). Pre-school 
children receive constant exposure to all three scripts and many will be able to read and 
write hiragana, and recognise some katakana and some kanji before they enter 
school (Hatano, 1986; Lee, Uttal, & Chen, 1995; Taylor & Olson, 1995). 
A sentence of Standard Japanese Orthography may contain examples of all three script 
forms and be written in the left to right style of English or in the classical style from 
top to bottom with the columns of text being read from top right to bottom left of the 
page. Sentences contain two types of punctuation similar in function to commas and 
full stops but they do not usually contain spaces between words. Experienced readers 
have no difficulty in segmenting the strings of symbols into meaningful chunks as the 
scripts in the sentence provide cues for this task. Case marking particles are always 
written in hiragana, as are most auxiliary verbs. Nouns, verb stems and adjective 
stems are written in kanji while the inflections are written in hiragana (Hatano, 
1986). In addition to these three scripts Arabic numerals are also commonly used. 
1. 2. 1 Hiragana script 
The hiragana script comprises 71 symbols, each representing one syllable in an 
almost one-to-one correspondence. Of these 71 symbols, 25 symbols representing 
voiced and semi-voiced sounds are written by using diacritical marks added to the 
symbol that represents its unvoiced partner, for example the symbol for 'ga' written 
fj'"'' is based on the symbol for 'ka' written ff. There are 46 of these basic hiragana 
symbols and their arrangement into what English speakers refer to as an 'alphabet' is 
standardised, listing the vowels first and the three 'special' symbols last (see 
Appendix A). The name for each symbol is the same as its 'reading' or pronunciation. 
There are five types of special syllables that utilise combinations of several symbols or 
combinations incorporating a variation in the size of component symbols, the smaller 
size representing the subordinate role of the symbol so depicted. For example 'sho' is 
written as Lt a combination of the symbol for 'shi': L and 'yo': J. The five types 
of special syllables are either long (eg 'tou' : C-1); contracted (eg 'tte' : "'") T); 
contracted long ( eg 'ttou': "'")C-1); assimilated (eg 'shu' : LrJ>) or the syllabic nasal 
'n' written Iv. 
Exceptions to the one-to-one script correspondence do exist as two of the symbols 
representing case particles, ie 'ga' fl"'' and 'he' .,.-....._ , are pronounced slightly 
differently when used in that function. 'ga' is pronounced with a nasal at the onset 
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Inga! and 'he' loses the h sound. A third case marking symbol, 'wa' written ~:i shares 
the same pronunciation as another symbol used for other words: 'ha', also written i:i. 
The symbol for the sound 'wa' when not a case marker is written b (Hatano, 1986). 
1. 2. 2 Katakana script 
The 71 katakana script symbols are used for foreign borrowed words (eg. 'terebi ' 
written TV I::.'' glossing for television), for the purpose of onomatopoeia and other 
sound effects, and historically for telegrams. Generally speaking the symbols are more 
cursive but follow exactly the same principles in construction and formation in use as 
the hiragana symbols. Due to the increased use of loan words involving non-native 
pronunciation, there is a greater number of special syllables in common use to 
represent these sounds using combinations of the basic 71 symbols. 
1. 2. 3 Kanji script 
Kanji are the characters that were first adopted from the Chinese orthography and 
adapted for use in standard Japanese and these symbols generally represent 
morphemes. While still carrying their original meaning from the Chinese language 
most also carry unique meanings in Japanese and in many cases multiple 
pronunciations (Sampson, 1985). 
All the hiragana and katakana symbols and 80 of the kanji characters are taught in 
Grade One in Japanese schools and a further 160 to 200 kanji are added to the 
students' repertoire in each year of primary school. In the three grades of Junior High 
School (Australian Grades 7 to 9) another 950 Kanji are taught for a grand total of 
around 1950 characters (Taylor & Olson, 1995). 
1.3 Learning to read in Japan 
Hatano (1986) contends that there are actually two orthographies in common use in 
Japan. The Standard Japanese Orthography (SJO) and Children's Japanese 
Orthography (CJO). CJO is mastered in the lower grades of primary school and very 
often children are competent in it before they enter school. It includes the two kana 
scripts and a few kanji. The SJO is learned throughout the years of compulsory 
schooling. Japanese language sentences in picture books and magazines for use by 
preschool and kindergarten aged children are usually written in hiragana and Arabic 
numerals and as the age of the intended audience grows the texts begin to include the 
more common kanji with hiragana text adjacent to the kanji indicating the phonetic 
reading. This additional script is called jurigana. 
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A second difference in 00 identified by Hatano (1986) is the division of sentences 
into segments by the use of "spaces before each substantive word". This is in contrast 
with SJO which has no spaces within sentences and is therefore more cognitively 
challenging for beginning readers. This modification of the written script supports 
decoding and pronunciation in what would otherwise be a difficult task as Japanese 
children learn to read (Lee et al., 1995) and it is this modified form of Japanese that is 
taught in Queensland primary schools. 
Nationwide surveys conducted in 1967 by the National Language Research Institute of 
Japan (NLRI) indicated that 69% of the five year olds tested could read 55 or more of 
the 71 hiragana symbols (Hatano, 1986), although formal schooling in Japan begins 
at six years of age. However, the special symbols or those containing two or three 
symbols in combination posed particular difficulty for these children. An order of 
acquisition was demonstrated by this survey whereby the basic 46 symbols were 
acquired first, then those utilising the diacritical marks and finally the special 
combinations. Hatano (1986) cites a second NLRI study showing that children who 
could read the 46 basic script symbols could also read aloud a word correctly and 
select from four pictures the one representing the word. 
The NLRI study also found that at the point when the children had just mastered the 
basic 71 symbol syllabary they tended to read a sentence symbol by symbol with short 
breaks. When they were able to read the special combination syllables, they could read 
a sentence fluently by dividing it into sentence segments. It was noted however that 
comprehension at the sentence level was problematic. Speed of retrieval of the sound 
from each symbol seems critical. If the retrieval takes a long time, word recognition is 
more difficult and each word's relationship with other words is jeopardised. The 
second factor is that the process of recalling the sound requires so much attention that 
higher order syntactic and semantic processing becomes difficult. A third identified 
factor to account for this apparent lack of comprehension was that the children may not 
have yet been aware that the text contains meaning at the sentence level and were at 
that stage happy to be decoding (Hatano, 1986). This beginning stage of native 
speaker decoding, when the cognitive load is restricting extraction of meaning, is 
similar to the 'short circuit hypothesis' proposed by Clarke (1988) observed in second 
language (L2) readers. This hypothesis is discussed in Chapter Two. 
Japanese children learn to read the Japanese scripts skilfully in the native context by 
receiving instruction over time, and the acquisition often begins prior to 
commencement of formal education. Instruction is supported by the use of a simplified 
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script and the gradual introduction of more complex symbols. Learning to read in the 
foreign language classroom lacks this cultural embeddness and the luxury of repeated 
exposure over time. This study is limited to exploring L2 students learning of 
hiragana script in order to decode single words and short sentences at a very early 
stage of reading Japanese. Extended passages of CJO were not met in this study as 
they were beyond the ability of the students to comprehend, although instruction is 
commenced at this level with the goal that students would reach fluent reading ability 
in subsequent years of schooling. 
1. 4 L2 Learners' Decoding Processes 
The issue of including script instruction for beginning students of Japanese could be 
sidestepped by the classroom use of written forms of Japanese using English 
orthography known as romaji. This would give students immediate access to written 
forms of the language but the use of romaji interferes with the development of correct 
pronunciation and familiarity with the script. For example, the standard romanisation 
system gives rise to 'false friends' such as in the word fJ' .§f Z which glosses for the 
word 'name'. This is romanised as 'namae' but is often read aloud by beginning 
students of Japanese as /neimi/ due to its similarity to the English word of the same 
meaning. Even though the students have had lots of experience with the spoken form 
and can pronounce the word correctly when it is elicited in a dialogue the written form 
triggers a mispronunciation of this word. 
There is then a negative transfer by English speakers of the grapho-phonemic rules of 
English when in the beginning stage of learning to read romanised Japanese. Of this 
phenomenon Olsen (1995, p. 115) states that, for L2 learners, 'the alphabet serves as 
a model for speech, rather than as a representation of pre-existing knowledge', 
particularly at this formative learning stage when the L2 is still novel. Moreover, 
second language learners have not had enough L2 aural input to have developed an 
inner voice to monitor the language produced by reading in the way a native speaker 
has (Alderson, 1984; Hood, Solomon, & Bums, 1996). 
Whereas a native speaker acquires the orthographic form of his or her language within 
its cultural context, learning to decode a foreign language occurs in situations with 
reduced contextual and cultural support. Hiragana is a syllabic script and Olsen 
(1995) cites research proposing that syllabic scripts generally are easily learned. He 
adds, however, that the student learns little about the structure of the language as what 
is taking place is a mapping of script symbol to syllable. For learners of syllabic 
scripts, a necessary pre-requisite for decoding is the ability to break a word into 
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syllables and recognise specific syllables at the word level (Hatano, 1986). Mastering 
this task promotes the ability to break down a continuous text into 'segmentable 
constituents' (Olsen, 1995, p. 114) and this is an early hurdle when beginning study 
of a new language. However, this is no less important for LI beginning readers. 
Byrne, Fielding-Barnsley, and Ashley (1996, p. 121) contend, for example, that 
fundamental to a student's success in reading is an understanding of the principle of 
phonemic segmentation of speech and knowledge of letter-phoneme correspondences, 
which they refer to as the 'alphabetic principle'. 
The influence of the L2 learner's experience with English reading has both positive 
and deleterious transference effects on the decoding of the hiragana script. The 
discussion by Hatano of the NLRI studies above gives one account of the steps in the 
process of learning to read by Japanese children in their first language and it can be 
hypothesised that, for older children already experienced in learning to read in the Ll, 
there will be some positive transference effects. Byrne et al (1996) have identified the 
importance of the awareness of the 'alphabetic principle' and it can be assumed that 
children in year six have some degree of mastery of that principle. 
Applying the three factors Hatano lists as accounting for the disparity between ability 
to decode the script and the ability to comprehend at the sentence level to L2 readers 
illustrates this transference effect. Speed of retrieval is still a problem at the early 
stages of the learning experience, as is the cognitive load of recalling the sound. 
However, the metacognitive task of gaining meaning from text is well understood by 
the students (Byrne et al., 1996) and by the middle primary school, the age at which 
LOTE instruction is begun in Queensland, the pleasure of obtaining meaning is one of 
the motivations for reading. Other knowledge and experience that the older reader 
brings to the task include an understanding of the way in which text works and how to 
make use of the syntax cues, semantic cues such as discourse markers, and pictures 
provided in the texts themselves. 
A major limiting factor in the task of gaining meaning at the word level is the restricted 
oral vocabulary available to the L2 reader. Decoding is possible, but the words have 
insufficient semantic associations (Davis & Bistodeau, 1993). This has a negative 
effect as the reader then questions what is being read and doubts the accuracy of the 
decoding which further slows down the reading process and calls into question the 
reader's confidence in the decoding skills. Further self questioning follows and the 
cognitive overload effect is aggravated. 
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For the beginning reader, deriving meaning from text is not only dependent on script 
decoding but also knowledge of vocabulary and syntax. Samuels, Schermer and 
Reinking (1992) describe two stages in learning to read; the decoding of script into 
words, and subsequently, the ability to become 'unglued' from print and focus 
attention on meaning, referred to as 'automaticity'. Samuels et al (1992) contend that, 
at the stage when students need to pay close attention to decoding, the ability to 
comprehend the text successfully is diminished, echoing the summary of the NLRI 
research, set forth by Hatano (1986) and mentioned in Section 1.3 above. 
Tzeng and Hung (in Lee et al., 1995, p. 248) posit that for children just learning to 
read, 'the major effects of differences in orthography involve primarily lower-level 
perceptual processes.' More fluent readers, those who have gained a good level of 
automaticity, will be able to draw on higher-level processes. Unfamiliarity with a 
script increases the amount of attention needed to be given to decoding and thereby 
interferes with the reader's capacity to construct a coherent representation of even a 
simple text. 
Furthermore, Skehan (1998, p. 204) observes that decoding processes that are rule 
based, while creative and flexible, require greater cognitive attention and are 
necessarily slower due to the 'processing overheads'. On the other hand, Skehan 
(1998, p. 204) quotes Pawley and Syder as saying that memory-based processes that 
utilise 'chunks', while less flexible in use and based on redundant storage, are fast and 
convenient and provide 'native like selection and fluency'. It can be hypothesised that 
were hiragana grapho-phonic instruction to be conducted by utilising known 
vocabulary, the 'chunking' through memory association would be provided by the 
instruction, thus giving a reader in the pre-automatic processing stage, greater 
phonemic support when decoding unfamiliar script items. Chunking of script items in 
the memory may be organised by other associations than word-based ones however, 
such as consonant-families, as presented in Section 1.2.1. 
This brief discussion of learning and reading theory made here provides the context 
for the study and sets the theoretical background for the research question. The 
literature regarding the nature of reading, the role of memory at this early stage of 
reading, and the role of student oral vocabulary, is developed in detail in Chapter 
Two. 
1. § Issues for the teaching of Hiragana to Primary Students 
From the above overview several issues emerge such as the role of 'meaning' and 
'memory' generally in the triggering of recall of hiragana symbols, the role of student 
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vocabulary in supporting hiragana decoding, and the role of transference from Ll to 
L2 of knowledge of how the 'alphabetic principle' works, and whether it helps or 
hinders the beginning student. 
This study sought to explore these issues in particular but it also sought to investigate 
the role of the students themselves in the learning process. The teacher presents the 
learning experience, but at some point the task becomes the responsibility of the 
student. This study gauged this response in terms of learning strategies the students 
utilised, attitude toward the task over time and the effect on motivation of success or 
failure at the task. 
Rightly or wrongly Japanese has been identified as a difficult languagel to learn 
(Brannen, 1990; Falconer, 1995; Kirkpatrick, 1995) and this perception has in part 
been contributed to by the processes used to teach the orthography. A closer analysis 
of the way in which hiragana is taught in the classroom and the efficacy of current 
methodology for achieving student competency is now appropriate. How do the 
students go about learning the script? What techniques do they utilise and how 
effective are these techniques? It was with the intent of investigating these areas that 
this study was initiated. 
These questions echo those voiced by language teacher trainers and language 
education planners (Harbon, 1997, p. 36; Madden, 1998, p. 18; Scarino, 1997, p. 
10) as school curriculums and teaching methodologies are re-examined, with the 
purpose of providing greater success for teachers and students in the language learning 
classroom. 
1. 6 Delineation of the research problem 
Section 1.5 raises a range of inter-related issues of interest in the teaching and learning 
of hiragana script and to investigate all these points was beyond the scope of this 
investigation. As the major interest of the researcher was to increase the efficacy of 
1 The issue of language difficulty needs some qualification. Lee, Uttal and Chen Lee, S.-Y., Uttal, D. 
H., & Chen, C. (1995). Writing Systems and Acquisition of Reading in American, Chinese, and 
Japanese First~Graders. In I. Taylor & D. R. Olson (Eds.), Scripts and Literacy; Reading and 
Leaming to Read Alphabets, Syllabaries and Characters (pp. 247-263). Dordrecht Kluwer 
Academic Publishers. examined the issue of the relative perceived difficulty of learning to read in four 
different orthographic systems, English, Cantonese, Modern Standard Chinese and Japanese by 
monitoring first grade native learners in each country. Lee et al. concluded that a writing system 
cannot be characterised as easy or difficult to learn as each system has both easy and difficult features. 
This results in differences in the way they are taught and is reflected in the patterns of student 
achievement. To typify a language as difficult needs a detailed analysis of the task the child faces. 
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hiragana instruction by tailoring instruction to student characteristics, it was decided 
that the study would explore two approaches of sequencing the teaching of the 
hiragana script an.d investigate the students' responses to these approaches. To this. 
end the following research question was posed : 
What is the impact of using •word-based' as opposed to •consonant-family' 
based script instruction on: 
• the recognition, decoding and recall of hiragana, 
• the learning strategies employed, and 
• the affective response to the task 
of two classes of year six students learning Japanese as a second language. 
By impact is meant both quantitatively measured learning increases. and qualitative 
effects on student motivation, learning strategies and attitude toward hiragana study. 
To obtain data on the first dot point, recognition, decoding and recall was assessed 
using tests that required the students to circle symbols they identified as having been 
taught to them, write the names. of the sounds. down, link items. in script with their 
romaji equivalents, and write the items on the appropriate columns and rows in 
charts. 
In order to obtain data on dot points. two and three the test data were supplemented 
with data obtained from focus group interviews and the writer's anecdotal record 
keeping. These qualitative data gathering techniques were open-ended and allowed for 
unanticipated student responses to their hiragana learning experience. 
The experimental hypothesis was that the year six students.of Japanese participating in 
the study would have no greater success at recognising and decoding hiragana when 
first presented as words with which they were familiar, than would those students 
experiencing instruction that first presented the symbols as consonant families. As 
described in section 1.2 hiragana is arranged in a standardised matrix as. depicted in 
Appendix A. Typically in primary school, instruction of hiragana proceeds through 
this chart by presenting the symbols in groups of five in 'alphabetical order'. Based on 
the consonant sound in the primal position in sets of five symbols, instruction begins 
with the basic symbols followed by those diacritically marked, and finally the 
compound symbols are taught. The symbol groupings are referred to in this study as 
'consonant-families' as they are linked phonologically, but each family group has no 
inherent semantic association that links the set. The alternate instructional procedure is 
to select sy.mbols.for instruction based on words that are already in the students' oral 
vocabulary. A review of textbooks (see Appendix G) found that both methods are 
used to introduce the symbols but that mastery of the script is left to the students' own 
devices. This study sought to examine the nature of these strategies and to evaluate 
whether one instructional sequence resulted in greater learning increases. and whether 
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presentation of the script in class in one way or the other widened the range of 
strategies available for student use. 
This study examined these two methods of ordering the teaching of hiragana script by 
using a method comparison study. The quantitative aspect of the study was coupled 
with qualitative measures by which means it was hoped that the 'contribution of the 
participants' (Nunan, 1992, p. 103) in the L2 classrooms might provide further 
insights into the processes students instigated when commencing hiragana study. 
While the test results provided the class or treatment level view it was hoped that the 
qualitative data would provide detailed insights into how these test results were 
achieved by individual students and provide insights regarding the affective impact of 
the study. 
If the hypothesis is accepted, then the manner of instructional presentation has no 
enhancing effect on the subsequent performance of the students. In this case it can be 
assumed that semantic association and phonetic association are irrelevant to the task 
for beginning students, for whom learning script is a matter of rote learning. If the 
hypothesis is rejected, then one of the presentation methods results in higher symbol 
recognition levels, better script decoding rates and higher symbol recall rates than 
demonstrated by the students in the alternate methodology. This would then indicate 
that some kind of benefit was derived from one of the methods and that either one 
method aided in the mastery of the script or that the alternate method served to confuse 
or confound the students and discourage mastery. Which of the two alternatives may 
be discerned by reference to the comments by the students themselves from the 
qualitative data gathered. 
1. 7 Summary of the study 
The study investigated two classes of year six students in a single school by 
monitoring their progress when learning to read and write the hiragana script but with 
the symbol instruction sequenced in two different ways. One class was taught using 
the standard sequencing technique of introducing the symbols for the vowels and 
proceeding through the consonant vowel combinations in their standard order. This 
class is referred to as the 'Consonant-Family' group. The second class was taught 
selected symbols taken from various places in the syllabary, but these selections 
formed words they had learned and with which they were familiar from earlier study 
units in the program. For example the word that was first learned was that for "hello"; 
konnichiwa. This word utilises the symbols ::..Iv~;::::~ ~d and comprised the first 
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five symbols learnt in the second class. This class will be referred to as the 'Word-
Based' group. 
The study commenced when the students began hiragana instruction in week five of 
the third term of the school year and ended at the end of week six in the fourth term 
which allowed twelve weeks for instruction. Packard (1990, p. 167) has reported that 
the delayed introduction of Chinese characters in a second language curriculum gave 
the students a 'grace period' with beneficial effects on students' phonological 
discrimination and oral fluency. While hiragana symbols are not as complex in nature 
as the majority of kanji characters, to students of this age hiragana is a novel 
orthography that needs to be mastered and a delay allows for the aural/oral classroom 
experience to build the students' phonetic discrimination ability (Packard, 1990, p. 
174). Clyne et al. ( 1995, p. 159) and this researcher's anecdotal experience of 
teaching Japanese support a delayed introduction strategy. The students in both classes 
had had a little exposure to the katakana script in as much as they were able to write 
their own names and the name of a friend or two, the suburb in which they lived and 
their country of origin. At this level of instruction katakana is used only for words 
foreign to Japanese and is taught only as needed by the communicative syllabus then 
in use. Kanji is taught to the students a few characters each semester as it is not 
possible to write authentic text using only this script. Typically in year six, the kanji 
for 'Japan'; for 'day', 'age', 'month', 'person' and for the numbers one to ten only 
are presented and these are highly scaffolded. However, hiragana is the basic building 
block of the written language and its mastery is fundamental to Japanese language 
literacy. Due to the restraints of scale and time only the acquisition of hiragana was 
followed in this study. 
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CHAPfER2. 
Review of Literature 
How am I supposed to read those squiggles? (male student) 
Introduction to Chapter Two 
To provide the theoretical foundation for the investigation, Chapter Two takes apart 
the research question and reviews the literature pertaining to each of the areas that the 
question is seeking to investigate. In examining the impact of hiragana script 
instruction, the research question splits into two facets; that of efficacy of the 
instructional methodology and that of student learning processes. The study follows 
two instructional methods and gauges the instruction's efficacy with a series of student 
tests, but also examines strategies that the students use to learn the script and their 
affective responses to the task. Ehri (1998) contends that the two activities are equally 
crucial to the task of learning to read but talk about quite different things. In each 
section of Chapter Two the instructional method aspect and the learning process aspect 
are discussed separately to reflect these two facets of the research question. 
The chapter begins with an account of the interactive model of reading developed by 
Ehri (1998) in order to elucidate the fundamental processes of early reading, and 
explore what the decoding of hiragana by L2 learners may entail. Studies related to 
the learning of hiragana and other scripts are examined, their approaches, and their 
findings are reviewed and their implications for classroom instruction are then 
explicated. 
The chapter then looks at the model of learning processes developed from the work of 
Ausubel and reviews theories of how the cognitive processes of recognition and recall 
operate. This section also examines how these latter processes are developed and 
utilised in the course of classroom instruction. 
The research question also seeks to examine the impact of hiragana instruction on the 
motivation and attitudes of several of the students who participated in group 
interviews. In the later sections of the chapter accounts of the influence these aspects 
have on learning are introduced and relevant studies reviewed in order that the 
comments made by students in the study can be placed in a theoretical context. The 
research question is also interested in the learning strategies that students use to recall 
hiragana. Bourke (1997) has isolated a range of strategies that students use to learn 
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kanji. These strategies are listed and their applicability to the learning of hiragana are 
developed in this chapter. 
As the interview data was collected from single sex groups there was a possibility that 
the kinds of responses made by the participants may have differed by gender. 
Literature in this area is reviewed in the final section to discuss why these differences 
may have occurred and the impact gender difference may have on hiragana instruction 
in the classroom context. At the close of the chapter the issues relevant to the early 
reading of hiragana are summarised and the rationale for the experimental hypothesis 
is put forward. 
2.1 Model of the Reading Process 
The model of reading used in this study 1s the interactive model. It is termed 
'interactive' as it combines deciphering skills that are referred to as 'bottom-up'2 
strategies, together with the processes that incorporate knowledge of context and the 
world called 'top-down'3 strategies. The experienced reader uses a range of processes 
to arrive at the meaning of a text, but novice readers are rather 'unbalanced' in the 
extent to which each of the knowledge sources are used, as will be discussed below. 
This model was developed by Ehri (1998, p. 6) and is depicted in Figure 2.1 overleaf. 
2 The 'bottom-up' view in reading gives primacy to the grapho-phonic decoding strategies. Carrell et 
al. Carrell, P. L., Devine, J., & Eskey, D. E. (Eds.). (1988). Interactive Approaches to Second 
Language Reading. Cambridge: Cambridge University Press. describe the bottom-up view of reading 
as the strategy of isolating the separate identifiable linguistic facts and utilising these in a fixed 
structural progression. These facts build on one another and the understanding of the text builds up 
like building blocks. 
3 The 'top-down' approach states that the reader primarily draws on the syntactic language structures 
and grammar, and the meaning making aspects which include world knowledge or background 
knowledge available to the reader Samuels, S. J., & Kamil, M. L. (1988). Models of the Reading 
Process. In P. L. Carrell, J. Devine, & D. E. Eskey (Eds.), Interactive Approaches to Second 
Language Reading (pp. 22-36). Cambridge: Cambridge University Press.. The reader makes 
predictions about the text based on background knowledge and then confirms and corrects the 
predictions. Samuels and Kamil Samuels, S. J., & Kami!, M. L. (1988). Models of the Reading 
Process. In P. L. Carrell, J. Devine, & D. E. Eskey (Eds.), Interactive Approaches to Second 
Language Reading (pp. 22-36). Cambridge: Cambridge University Press. state that top-down 
processes utilise the 'cognitive economy of reliance on well-developed linguistic (syntactic and 
semantic) rather than graphic information'. 
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Knowledge of Language: 
Syntactic 
Semantic 
Pragmatic 
Knowledge of 
the World 
Processing Space: 
Metacognitive 
Knowledge 
Written Text Work out meaning and 
interpretation of text 
Memory for Text 
Figure 2.1 
Knowledge of 
Graphophonic system 
(Deciphering Skills) 
Lexicon: 
Sight Words 
Spoken Vocabulary 
Interactive model of text reading (after Ehri, 1998, p. 6) 
In this model the 'reading' activity takes place in the central box but this process 
involves or incorporates the information coming from other sources, depicted in the 
surrounding boxes. The primary information is provided by the written text or 
stimulus and the reader applies to this text experience of how text works and brings 
syntax, semantic and pragmatic information to the task. The text content is likely to be 
somewhat familiar or in a context with which the reader is familiar so world 
knowledge also provides decoding support. Metacognitive knowledge, that is, 
knowing how to apply strategies, also plays its part. There is a two way interaction 
between memory of how to read words from a previous text and using this knowledge 
to decode the new text. The on-going reading experience then loops back to 
supplement and revise the memory for future reading experiences. All these 
knowledge sources work together for the reader to allow the comprehension of texts. 
The 'deciphering skills' (Ehri, 1998) at the bottom of Figure 2.1 refer to the process 
skills that target the letters and words in the text. The grapho-phonic knowledge 
enables readers to convert letters to sounds and decode unfamiliar words. The lexical 
knowledge refers to the lexicon or bank of sight words that readers build up that allow 
rapid recognition and naming of words in a text. These skills comprise the 'bottom-
up' deciphering processes and are the two skills under examination in this study of 
novice readers of L2. These two skills are fundamental to the decoding process and 
the targeting of these skills through judicious selection of instructional method could 
increase the rate of mastery of text processing by novice readers (Samuels et al., 
1992). 
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The model depicted above by Ehri, does not reflect the degree of reliance that learners 
place on the various sources of meaning that are used by readers of advanced skills or 
at beginning stages of reading but gives them equal weight. Stanovich (in Samuels & 
Kamil, 1988, p. 31) proposed the 'interactive-compensatory model' in an attempt to 
create a theory that incorporates both skilled and unskilled reading processes. This 
compensatory model attempts to explain the choice of processing that takes place 
within the interactive model. The key concept is that a process at one level can 
compensate for a deficient process at another level and that readers employ a range of 
strategies to derive meaning from reading material depending on its relative 
unfamiliarity and difficulty for the reader. 'Top-down' processes may compensate for 
inadequate text processing skills and word recognition, whereas, the model claims, a 
reader who is unfamiliar with the topic of a passage tends to rely on 'bottom-up' 
processes to recreate meaning. 
This is a useful extension to the interactive model depicted in Figure 2.1. It explains 
the intuitive guesses that early L2 readers make about opaque text that allows them to 
derive interpretations near the author's intended meaning, based on prior knowledge 
(top-down processing) about how text works and other information surrounding the 
text material. However, for the readers who have better orthographic processing 
skills, the model states that the contextual information can be over-ridden by the actual 
ideas contained in the text. This compensatory aspect of the interactive model is useful 
to the development of the discussion of the data gathered in this study. 
Sections 2.1.1.1 and 2.1.1.2 will examine grapho-phonemic knowledge and lexical 
knowledge processes in tum, in regard to beginning to read in the first language and 
Section 2.2 develops these processes further with regard to beginning readers of a 
scripted second language at some orthographical difference from the first language 
such as for example Ll English or Ll French speakers learning to read Japanese or 
Chinese. 
2.1.1 Decoding Processes 
This section examines the decoding processes in the lower half of the interactive model 
depicted in Figure 2.1, as they apply to learning to read in the first language. The 
knowledge of the grapho-phonemic system and the knowledge of the lexicon are those 
processes that are directly targeted by the instruction that were at issue in this study. 
While the other sources of text knowledge are important to the reading process they 
were not expressly taught in the study and it was assumed that the students were 
relatively experienced readers and would bring their language knowledge and world 
knowledge to the second language task. This study is limited to the decoding of 
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hiragana symbols and single words at the very beginning stages of reading and the 
students received little exposure to longer text where the other sources of knowledge 
would play a role. This section, therefore is limited to explicating only the 'bottom-up' 
sources of textual knowledge. 
2.1.1.1 Grapho-phonemic knowledge 
Ehri (1998) states that students are able to read words they have never seen before, by 
determining the sounds of the letters and blending them into pronunciations that 
approximate real words. In order to do this the novice reader must know what sound 
the letter represents or symbolises. This can be very slow for readers of English as the 
sound to letter correspondence is not a one to one correspondence and there are 
digraphs and blends to contend with (Ehri, 1998). Byrne, Fielding-Barnsley and 
Ashley ( 1996) have also stated that this task can be problematic, based on the results 
of their examination of the phoneme-grapheme understandings of a group of 220 New 
South Wales Grade One children. They found that there was a significant bi-modal 
distribution between those children that could successfully identify the representation 
of a spoken sound from a group of symbols on a page and those students whose score 
was equivalent to that achievable by chance. 
Barron and Baron (in Hung & Tzeng, 1981, p. 399) contend that at the beginning 
stage of reading, children sound out words in order to match them to the lexical 
system organised by speech. As fluency develops, direct connections emerge between 
the printed words and their meaning, resulting in a visually organised lexicon. Hung 
and Tzeng (1981) claim this is a universal phenomenon independent of the 
orthographic representation. 
A slightly more advanced form of grapho-phonic decoding is when the student learns 
that there are common groups of letters that occur in words and they are able to read 
these groups of letters as a chunk without needing to supply the phoneme for each of 
the chunk's constituent letters. This speeds the mental processing and allows faster 
reading (Ehri, 1998). 
Regarding instructional processes to aid early Ll reading, Byrne et al. (1996) posit 
that the acquisition of successful decoding skills rests in large measure on having the 
presence of phonemes in speech explicitly brought to the attention of beginning 
readers. Byrne et al. (1996, p. 123) assert that 
careful and timely instruction in the alphabetic principle, its basis in the 
segments of speech, and the [letters] that represent these segments is a 
crucial component of successful literacy development. 
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This area is a rich area for research and while of interest is beyond the scope of this 
study. This study accepts the necessity for explicit graphic-phonic instruction and the 
management and evaluation of this instruction is the central issue of the study's 
research question. 
2.1.1.2 Lexical knowledge 
Common parlance for the lexical knowledge process is sight word reading4. Although 
novice students of English are encouraged to develop skills in sight reading words that 
contain unusual and problematic spellings, Ehri (1998) claims that all frequently read 
words begin to develop sight word status. Such status develops with repeated reading 
exposure to the target word and Reitsma (in Ehri, 1998, p. 8) indicates that novice 
readers acquire sight words with as few as four experiences of reading them. 
Not only is a word's phonological representation immediately brought to the reader's 
mind, but its spelling and, very importantly, its meaning. This rapid access to meaning 
is the initial, intrasentential stage on the way to automaticity (Samuels & Kamil, 
1988). With automaticity for a word established, the reader recognises sight words 
and their meaning even when the words are somewhat obscured. This is the case for 
example when a readers' personal name jumps to the eye from within a page of text. 
This is referred to as the 'word primacy' effect as the word as a whole takes on more 
meaning to the reader than merely the sum of its constituent letters. 
There is a reciprocity in the facility to sight word read as the more able the beginning 
reader is at using memorised phonological word representations, the easier it is for the 
reader to isolate individual phonemes. This in turn helps the reader learn to match 
phonemes and graphemes, the 'core sub-skill in learning to read' (Farnham Diggory in 
Goldsworthy, 1998, p. 2). Whenever new words are met, the reader integrates the 
reading experience gained from reaching automaticity for some graphemes to process 
subsequent text (Samuels & Kamil, 1988). 
2.2 The Interactive Model in Early-Reading in the Second Language 
Little work has been done in the area of investigating primary school aged L2 readers 
of Japanese (Harada, 1988). Moreover, Zuckernick (1996, p. 78) states that there has 
been little reported investigation into the word decoding processes of people reading in 
any second language. The bulk of the research conducted on L2 Japanese reading has 
4 Readers reading words at 'sight' read them aloud as 'whole units, with no pauses between sounds 
and they read the words within one second of seeing them' Ehri, L. C. (1999). Phases of Development 
in Learning to Read Words. In J. Oakhill & R. Beard (Eds.), Reading Development and the Teaching 
of Reading: A Psychological Perspective (pp. 79-108). London: Blackwell .. 
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examined the learning of kanji and has studied mature-aged students who, as 
proficient users of the Ll, are bringing to the task a large amount of Ll reading and 
writing experience (Birch, Norris, & Negishi, 1995; Bourke, 1997; Harada, 1988; 
Horiba, 1990; Koda, 1992). The studies that have tracked beginning readers of 
Japanese and the role of decoding skills in reading kana are reviewed in this section. 
Although the present study is investigating aspects of second language Japanese 
reading development, it has been necessary to establish a theory of reading based on 
learning to read in the first language, as the L2 literature largely uses adaptations of the 
Ll models (Carrell et al., 1988). As stated above it is assumed that aspects of the 
reading process are carried over from the ability to read in the Ll. These include a 
'top-down' understanding of what reading is about, as in negotiating meaning from 
text and how texts work, and an awareness of the fundamental 'bottom-up' skills that 
readers use to read, even although the readers may not yet have the grapho-phonemic 
knowledge or the lexical knowledge of the target language. It must be emphasised 
however, that for the beginning reader, the code switch from English alphabetic 
orthography to hiragana script precludes the students from readily transposing their 
decoding skills to the new task as they would be able to if attempting to read French or 
Spanish. 
Regarding L2 reading, Alderson (1984) questioned whether difficulty in the L2 
reading skill is a reading or a language proficiency problem and concluded that it has 
elements of both, but for low competency L2 learners the issue of L2 proficiency is 
the more significant aspect. Alderson (1984) stated that the more difficult the task the 
more important the role of L2 competence. Studies by Harada (1988) and Horiba 
(1990) support the compensatory interactive reading model (Stanovich in Samuels & 
Kamil, 1988, p. 32), which states that for unskilled readers both decoding and 
comprehension require attention but that for skilled readers the decoding component 
has become automatic so attention can be paid to the comprehension component only. 
This lowers the cognitive load and allows the reader to attend to other 'top-down' 
reading processes. 
Furthermore, as Clarke (1988) points out, L2 proficiency may limit the transference of 
Ll reading skills to the L2 reading experience with the result that readers with good 
skills in the Ll resort to 'poor reading behaviours' (Clarke, 1988, p. 120) when 
confronted with a text in the second language. The 'top-down' processes that skilled 
readers use in their Ll reading switch to 'bottom-up' in their L2, a finding reported by 
Davis and Bistodeau (1993) again supporting the interactive compensatory model 
(Stanovich in Samuels & Kamil, 1988, p. 32). It may be the case that the cognitive 
load of this task has the power to 'short circuit' (Devine, 1988, p. 137) the 
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transference of Ll reading skills, no matter what the contextual support provided for 
the L2 text being read. 
In describing fundamental L2 reading processes Koda (1992) posits that the L2 reader 
uses the same processes as those described in the interactive model in section 2.1 
above. These are the lower level verbal processing skills such as the extracting of 
visual information from print, including letter identification and word recognition; the 
orthographic knowledge, morpho-syntactic knowledge and vocabulary knowledge the 
student brings to the task; the background knowledge of the world at large; and finally 
the cognitive and metacognitive skills that the student brings to the task. 
Koda (1992) holds that all four factors have a significant impact on the L2 reading 
comprehension but echoes theorists such as Clarke (1988) in positing that a deficiency 
in the lower level verbal processing skills strains the limited capacity of the short term 
memory of the reader and inhibits text integration into a meaningful sequence in the 
LL Koda (1992) claims that facility in the lower level processing skills is particularly 
significant for L2 reading that involves learning new codes. Such processing involves 
analysis of visual features and the cognitive load for this task is increased when the 
target language employs a different orthographic script from the Ll orthography. 
Clearly, the students' ability to decode text using 'bottom-up' processes has a 
fundamental impact on their ability to comprehend that text. As Eskey ( 1988) argues, 
no amount of higher level processing skills can compensate for zero knowledge of 
Chinese characters when trying to comprehend a Chinese text. Eskey (1988) states 
that theories of L2 reading that rely on the 'top-down' approach overemphasise the 
role of the higher-order cognitive processing skills and underplay the role of the 
decoding and perceptual aspects of the process which have a large role to play in the 
strategies of low proficiency second language readers, a finding supported by Davis 
and Bistodeau (1993). Eskey (1988, p. 98) comments that 
lower-level skills .... are not merely obstacles to be cleared on the way 
to higher level 'guessing game' strategies, but skills to be mastered as a 
necessary means of taking much of the guesswork out of reading 
comprehension. 
2.2.1 Hiragana Decoding Processes: Symbol Primacy versus Word 
Primacy 
As one of the instructional sequences followed in the study incorporated whole words 
known to the learners, this section reviews studies investigating the reading processes 
that become available to readers when meeting familiar whole words in script. 
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Acknowledging the importance for comprehension of being able to decode individual 
word items, Koda (1996) reviewed the literature related to L2 word recognition at the 
single word level which examined a range of pairs of languages. From this review, 
Koda (1996, p. 458) derived 'four tentative conclusions': 
• word recognition plays a more important role in L2 reading comprehension than 
previously assumed. 
• amount of processing experience with an L2 writing system is directly related to 
performance efficiency. 
• Ll-L2 orthographic distance influences overall performance differences among 
learners from related and unrelated Ll orthographic backgrounds and underscores 
the ways in which Ll orthographic knowledge facilitates L2 word recognition. 
• variations in Ll reading experience may induce a strong preference for particular 
processing procedures and, thus, engender qualitative differences in L2 
processing behaviours. 
Both quantitative and qualitative impacts are apparent and close analysis of the 
performance and learning strategies of individual learners is necessary in order to 
describe the interaction of the Ll with the L2. 
Chitiri, Sun and Willows (1992) examined word recognition in L2 in relation to 
learners' experience of the L2 orthography in two studies; Greek Ll to English L2 and 
English Ll to Chinese L2. Their findings echo the second and third points listed by 
Koda (1996) above, and the finding from the study by Sayeg (1996) that, in order to 
become highly proficient in L2 reading, the learner has to become cognisant of the non 
Ll characteristics of the L2 script, and that this familiarisation process is related to the 
amount of L2 reading experience. Chitiri et al. (1992) also commented that these 
studies highlighted the importance of the specific skill of Ll reading proficiency as 
opposed to the more global L2 language proficiency in predicting learners' L2 reading 
skill. 
At issue in this study is the difficulty of hiragana reading as opposed to reading 
English for this group of L2 learners. In both instances once the grapheme-phoneme 
correspondence is internalised, decoding of items (but not necessarily comprehension) 
beyond the vocabulary of the current grade level is straightforward. This position was 
explored by Hung and Tzeng (1981) who, when reviewing research in this area, 
found that visual information processing is affected by orthographic variation, 
particularly in the data-driven 'bottom-up' processes. They claim that the higher-level 
processing reading strategies are in evidence independent of the orthographic 
variation. Other studies demonstrated that students were better able to recognise letters 
when embedded in a word than when alone or in an unrelated letter string. This 
included meaningless pseudo-words that conformed to linguistic rules for the language 
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under examination. The study noted that orthographic regularity in these examples 
correlated highly with pronounceability. The word superiority effect can be attributed 
to the orthographic regularity of the letter groups or to the syllabic nature of the letter 
string of the stimulus. 
Hung and Tzeng (1981) reviewed the vocalic centre group hypothesis that was 
generated by this superiority effect. They proposed that a syllable-like structure is the 
perceptual unit for word recognition and that the reason for the superiority in the 
perception of words and pseudo words is that the letter strings are readily decoded via 
the 'vocalic centre groups'. 
The findings from a study by Miura (in Hung & Tzeng, 1981, p. 402) challenged the 
primacy of the vocalic centre group hypothesis. Miura's work examined the word 
superiority effect in kana scripts and held that, due to the kana to syllable relationship, 
the word superiority effect could not be attributed to the ease of decoding offered by 
the vocalic centre group as each symbol already constituted a vocalic centre group. 
That is, the vocalic centre group model would predict that word and non word 
recognition accuracy would be the same but would be lower than for single kana 
symbols. Miura's results (in Hung & Tzeng, 1981) were the opposite of that predicted 
and the word supremacy effect was evidenced. Miura (in Hung & Tzeng, 1981) 
suggested that a model based on orthographic regularities would perhaps better explain 
the effect. 
Hung and Tzeng (1981, p. 403) posited that the 
locus of the word superiority effect lies neither in the speech pathway 
nor in the visual pathway to the lexicon but in the memorability of a 
more abstract and integrated code. 
They developed an account of the superiority effect by use of the linguistic unit of the 
'logogen', a concept which is roughly equivalent to a word but which transcends its 
orthographic representation and incorporates 'factors such as frequency of usage, 
imagery, meaningfulness and concreteness' (Hung & Tzeng, 1981, p. 404). They 
posited that these factors have similar effects on words written in different 
orthographies and that only those factors that specifically concern the connection 
between print and the logogen should show differential effects on word recognition in 
different orthographies. 
By investigating young beginning readers of a foreign language this study draws on 
Ehri's interactive model (Ehri, 1998) which states that readers utilise both 'top-down' 
and 'bottom-up' strategies when decoding. The procedural aspects of the study are 
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discussed in detail in Chapter Three, but it is the interplay of the bottom-up and the 
top-down that is being investigated. In one of the teaching methodologies the 
emphasis is on decoding at the symbol level and in the other there are overt 
associations made between the word and the symbols that make it up, thus introducing 
the potential for word primacy factors to then support symbol recognition. 
2. 2. 2 Instructional Processes to Aid L2 Early Reading 
In the summary to their study, Altarriba and Mathis (1997, p. 564), specifically 
support teaching methods that facilitate the formation of semantic associations as 
opposed to those using rote procedures. They state that 'semantics is a necessary 
component to learning words and to making associations between words across 
languages' and they suggest that L2 'acquisition may be enhanced by emphasising 
semantic information'. The issue of semantic association, as one aspect of meaningful 
learning, versus rote learning is developed further in section 2.3.1. 
Steinberg (1995) develops an idiosyncratic argument in her successful experience of 
teaching Japanese LI preschoolers to read standard Japanese orthography (SJO). This 
situation matches the non native beginning learner's experience in two key ways; the 
child does not have a wide vocabulary from which to draw as decoding takes place; 
and the grapheme phoneme matching is novel for both types of students. A key feature 
of her system is to place the emphasis on word recognition. She follows four steps: 
word familiarisation, word reading, phrase and sentence reading and finally book 
reading. Her guiding principles are to teach meaningful language as it naturally arises, 
to teach only those items that the child understands in speech, to teach through play, 
and finally, to expose the child to the written items frequently. As in Steinberg's 
instruction (1995), the use of known lexicon as items of instruction is one of the 
treatments in this study. 
Another study that looked at the instructional methods used to teach Japanese was 
conducted by Davies, Ward, Smith and Kato (1996) which examined hiragana 
teaching practice in Queensland schools. The study set out to survey hiragana and 
katakana proficiency through recognition tests, attitudes toward learning kana and the 
way in which these two factors are affected by different teaching approaches, 
particularly the effects of teaching Japanese through the use of romaji. 
The study conducted a single survey of 585 year five to year ten students in twenty 
schools, the majority of whom had been studying for from 1.5 to 2.5 years, taking a 
snap shot view of teachers and students of Japanese in a range of classrooms. Each 
teacher involved answered a series of questions related to the approaches they used 
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and the timing of the introduction of the various scripts. The survey administered to 
the students consisted of two parts. Part A contained five short answer questions 
testing the reading and writing proficiency of hiragana and katakana, and Part B 
contained six open ended questions about awareness of reading and writing in the 
language to be answered in English. Two of the questions related to the value of 
learning kana and its effects on spoken skills, two were related to learning strategies 
used, and two asked about the most effective types of activities. The study disregarded 
some of the data, concentrating in Part A on only the hiragana and the reading 
material, and in Part B on only the questions related to student attitudes. Part B will be 
discussed in section 2.4.1.2. 
Davies et al. (1996) found that most teachers surveyed employed a methodology 
whereby romaji was introduced first, followed by the hiragana script or that the 
romaji and hiragana scripts were used simultaneously during the initial instructional 
phase. In regard to proficiency, the number of years of learning did not correlate with 
the students' proficiency level in that the students who had been learning for 1.5 years 
actually performed slightly better than the students who had been learning for 2.5 
years and that generally students who were exposed early to the kana performed well. 
The study identified a missing link between the mastery of kana and the development 
of reading proficiency with the mastery of kana not being reflected in the meaningful 
use of scripts. The study proposed four strategies that would possibly overcome this 
gap in methodology (Davies et al., 1996, p. 151): 
• linking oral and written communication activities in such a way that each reinforces 
the other 
• revising the ratio of oral and written work to give written work greater balance 
(with an increased emphasis on form) 
• developing reading resources to suit the interests and abilities of learners with 
lower proficiency 
• providing more individual attention and support to students who have lower Ll 
literacy level 
These are all instructional methodologies that will be discussed in section 2.3.2 
together with instructional scaffolding. 
2.3 Learning New Knowledge 
The following sections examine theories related to the organisation and integration of 
novel information as these models attempt to describe learning processes and the ways 
in which these processes can be best facilitated. This discussion particularly features 
the work of Ausubel (1963) and Novak (1998). In section 2.3.2 incorporation of 
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these theories into teaching practice is discussed and the implications for the study 
developed. 
2.3.1 Rote versus Meaningful learning. 
The beginning reader of Japanese is required to build a network of new associations 
for a range of unfamiliar symbols. Decoding these new symbols requires making the 
unfamiliar familiar and developing long term memory traces for these associations. 
Novak (1998, p. 19), drawing on the work of Ausubel, proposes that meaningful 
learning is occurring whenever students relate new information to already known ideas 
or concepts. On the other hand, rote learning occurs when the learner memorises 
information without relating it to prior knowledge, or learns material that does not 
relate to prior knowledge. Learning can be put on a continuum between the extremes 
of meaningful and rote learning. In the case of young students learning hiragana script 
the prior knowledge is of the way in which language and decoding works but the 
learning of script items is new and will be, at least initially, at a low level of 
meaningfulness. Structuring instruction in order to build on prior student knowledge 
is a root issue in this study. 
Meaningful learning implies 'that the learner employs a meaningful learning set and 
that the material .... is potentially meaningful' (Ausubel, 1%3, p. 23). No matter how 
much potential meaning the material holds, if the learner memorises it 'verbatim .... 
both the learning process and the learning outcome must necessarily be rote and 
meaningless'. Meaningful material is defined in two ways (Ausubel, 1963, p. 26; 
Novak, 1998, p. 61 ). It is material that is relatable as a whole to the cognitive structure 
of the learner, and cannot be a morass of independent items as in a scrambled 
sentence. Secondly, it is relatable to the particular cognitive structure of the individual 
if the learner has sufficient experience, maturity and knowledge of the subject matter to 
readily assimilate the new material. 'The advantages of meaningful learning are 
economy of learning effort, more stable retention and greater transferability' (Ausubel, 
1963, p. 23). 
Ausubel ( 1963, p. 24) labels the process by which new information is incorporated 
into existing cognitive structures 'subsumption'. He also attributes this process to the 
phenomenon of forgetting. As discrete concepts are joined to larger concepts they are 
forgotten over time while the overriding generalising concept is retained. Ausubel 
(1963, p. 26) proposes that through 'efficacious manipulation' by the teacher, the 
learning and retention of new material can be 'maximised'. Novak (1998, p. 51) 
comments, however, that the choice to use meaningful strategies as opposed to rote 
strategies remains with the learner ·and that many learners will choose low return rote 
techniques. 
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Novak (1998, p. 70) cites research indicating that students would 'prefer to get by 
with memorising information rather than working to build conceptual understanding' 
and proposes a number of reasons for this. Possibly students do not wish to be seen 
as 'brains', perhaps they would rather not invest the effort into tasks of dubious social 
value, and possibly their school experiences rewarded rote memorisation. Moreover 
there is a degree of uncomfortable 'disorientation' caused by the discarding and 
modifying of pre-existing internalised modes of thinking. 
Gagne, Briggs and Wager (1992) discuss, in similar terms to Ausubel and Novak, the 
new learning of verbal information. They support Ausubel's contention that new 
learning is strongly affected by retrieval of previously learned information. Newly 
presented concepts trigger existing concepts in the long-term memory that then trigger 
others in a process known as 'spreading activation'. Gagne et al. (1992) propose that 
the more that new ideas become embedded in the student's array of previously 
assimilated related concepts, the more readily the retrieval of knowledge takes place. 
2. 3. 2 Instructional Processes to Aid Learning 
When acquiring decoding skills in a second language at orthographic distance from the 
LI, the role of memory in the processing of the text is of fundamental importance. 
Crucial to the task of decoding text at orthographic distance to the Ll, however, is the 
instructor's role in the selection and organisation of the material that is to be 
remembered. 
As discussed in Chapter One, the hiragana syllabary or chart is arranged in a matrix of 
vowels and consonants in a predictable and orderly fashion. At the anecdotal level, 
teachers of Japanese have communicated to the researcher their belief that, by teaching 
the script in a straight line fashion from the chart in consonant families, they provide a 
pattern to the study which coincides with the concrete-empirical structure on which 
primary school children are dependent at this age. Ausubel (1963, p. 55) comments 
that with 'an adequate background of concrete-empirical experience .... abstract 
concepts and propositions enjoy a very stable existence'. Provided that an appropriate 
methodology is used the students may be able to utilise more efficacious approaches 
when being instructed in the script. Regarding this issue Ausubel (1963, p. 79) says 
once the substantive organisational problem (ie, identifying the basic 
organising concepts in a given discipline) is solved, attention can be 
directed to the programmatic organisational problems involved in the 
presentation and sequential arrangement of component units. 
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Ausubel (1963, p. 79) and Novak (1998, p. 63) identify two general principles for 
organising new material to be learnt by the student. The first is 'progressive 
differentiation': material is taught from the general to the specific. The second is 
'integrative reconciliation' where the program seeks to explore and develop the 
relationships between concepts indifferent areas of the curriculum and 'sort out real or 
apparent differences'. Failure to observe these principles turns the task from a 
meaningful activity to one of rote learning with its concomitant disadvantages. Novak 
(1998) has modified this view by stating that rather than there being a dichotomy 
between rote and meaningful learning, there is a continuum between these two 
extremes and that some learning can have elements of both contained within the task. 
As the learner develops conceptual knowledge in a particular area the task may move 
from one to the other as the interrelationships between the known and the new 
develop. 
In the context of this study, implementation of progressive differentiation would entail 
first the presentation of the organising chart followed by the presentation of the script 
in the order of most useful and readily understood symbols first. Instruction then 
proceeds through the remainder of the script in a way that matches the order in which 
syllables are met in the curriculum. In accordance with the principle of integrative 
reconciliation the symbols are overtly related into the program in other lessons and the 
tying together of the written script with the language presented elsewhere in the lesson 
is then not left to the devices of the students working on their own, an instructional 
pattern which Davies et al. (1996) also mention. Each strategy has its merits and 
transcends, according to the definition developed by Ausubel (1963) and further 
developed by Novak ( 1998), the categorisation of being 'rote learning'. 
The discussion in section 2.3.1 has identified a range of specific instructional 
strategies that could be put in place by the teacher to simplify and facilitate the task of 
learning hiragana script. These include making the task meaningful for the students 
and providing them with a purpose for undertaking it. The learning sequence might 
also be broken into logical, easily surmountable sub-tasks, and each step related to 
already existing knowledge through 'efficacious manipulation' (Ausubel, 1963, p. 
26). These instructional methods have been termed 'scaffolding' and are expanded 
upon in detail in this section in order to provide the theory for the instructional 
methodology used with the treatment groups as described in Chapter Three. 
The instructor or teacher in the classroom is crucial in extending the learners' skills 
and this role can be broken into a series of sub tasks that the teacher performs in order 
to best facilitate the reaching of each student's full potential. Wood, Bruner and Ross 
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(in Donato, 1994, p. 40-41) describe scaffolded instruction as characterised by six 
features; 
• establishing student interest in the task, 
• breaking down the task into its constituent sub tasks, 
• keeping students focused, 
• giving feedback on the students' approximation to the task goal, 
• preventing negative emotional responses to tasks caused by inappropriate student 
and teacher expectations, and 
• clear modelling of the expected task outcome. 
This model includes feedback from student to teacher within the overall progression 
through the tasks, with the scaffolding being modified according to the students' level 
of performance and skill development. The second feature, that of establishing 
constituent sub-tasks, would accord with the principle identified by Ausubel (1963, p. 
79) of 'progressive differentiation', while the modelling of the outcome together with 
student feedback provides the 'integrative reconciliation' Ausubel postulates (1963, p. 
79). 
These pedagogical steps collectively support the students' emotional and psychological 
well being and cognitive growth while the language ability develops. The scaffolding 
is eventually dismantled as, in the language teaching context, the target form is more 
capably achieved and the student takes on more responsibility for the task. As 
described in detail in Chapter Three, this study uses this instructional scaffolding in 
order to develop the students' hiragana decoding skills, but the crux of the study is in 
the detail of how the task was broken into its constituent subtasks. The scaffolding 
used in this study has been supported by research (Fujimori & Andreoni, 1994) into 
scaffolding use by teachers in lower primary classrooms to instruct Ll reading, in a 
cross cultural action research study of the teaching of kana and kanji in Japan and the 
early reading of English as an Ll in Australia. 
Based on their observations, Fujimori and Andreoni (1994) recommended that L2 
teachers provide clear explanations of the story and the script in order to precondition 
the students in what they are about to read and make extensive use of body action and 
gesture to reinforce meaning. The researchers (Fujimori & Andreoni, 1994) noted in 
their study, that, in the Australian Ll class, the reading teacher used colour coding of 
text, acting out of stories in front of fellow students, group reading, writing out of 
new words, book and enlarged book choral reading, using new words in new class-
formed sentences, dictionary drills and individual silent reading as commonly 
observed strategies that could be effectively incorporated into L2 reading instruction. 
Much of the scaffolding provided by these recommended instructional techniques 
gathered from Australian and Japanese early-reading classrooms has been incorporated 
into the teaching sequence described in Chapter Three. 
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The strategies that were recommended in the Ll study above provide support for the 
beginning reader as competency and confidence develops. In the interactive model 
developed by Ehri (1998), by using this scaffolding, the teacher is building the 
student's skills in the areas of metacognitive knowledge, language knowledge and 
grapho-phonic knowledge, thereby providing both 'top-down' and 'bottom-up' 
support for the student's burgeoning reading ability. 
2.4 Impact of Motivation and Attitude on Hiragana Acquisition 
In the present study, 'attitude' is used to describe the way in which the students view 
the study of hiragana and the effect this view has on the way they study. The term is 
used in an evaluative sense as in a 'positive' or a 'negative' attitude toward their 
Japanese studies or towards study in general. Although one of a number of traits that 
comprise 'attitude' toward hiragana learning, motivation, which involves the notion 
of incentive, has been isolated for particular investigation as it is able to be specifically 
identified and monitored during the study. During classroom instruction, incentive is 
provided by the teacher's praise for good progress, but also the students may derive 
self-satisfaction following success at the various phases of the tasks, thereby 
developing a drive for further success. 
In the interactive model described by Ehri (1998) and presented in Figure 2.1, these 
attitudinal factors would lie in the box in the centre of the model. The size of the 
cognitive processing space that each student has available for the reading task would 
be affected by the attitude the student has toward the task. The 'affective filter' concept 
developed by Krashen (1981) is particularly appropriate in this context. In instances 
where students feel positive about the task and feel motivated to be successful they 
will be more willing to devote longer to the task. Furthermore, such students may be 
less likely to be frustrated or subconsciously questioning the necessity of the task and 
therefore have a larger cognitive processing space to devote to the decoding task. 
In the study conducted by Davies et al. (1996) the influence of script learning on 
student attitudes was superficially investigated and the students were observed to have 
a generally positive attitude toward symbol acquisition and use. The study found that 
the majority of the students across all year levels felt the learning of the scripts was 
important. Older students listed career related reasons, so there was some realisation 
that competency in all language modes was necessary for fluency. For the Year Eight 
group some responses indicated frustration at being required to relearn the scripts after 
'learning but not using them in primary school' (Davies et al., 1996, p. 151). This 
raises concerns about non integration of script with instructional and reading materials. 
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Grayson (1993) specifically examined the effect on student attitudes and academic 
achievement of using mainly pinyin (romanisation of the Chinese script) or using 
mainly Chinese characters during instruction of beginning year six learners of Chinese 
in two Queensland primary classrooms. Like Japanese, Chinese is stigmatised as a 
difficult language to learn due to its logographic script (Kirkpatrick, 1995). 
In this study, Grayson (1993) had one treatment group follow a mainly pmym 
program in the classroom while the other used mainly Chinese characters. The results 
of surveys showed that there was no difference in attitude toward the language 
between the two groups of students and that there was no difference in overall 
achievement either, although the students who learned in script out-performed the 
other group on tests involving symbol meaning. The results of the study suggest that 
there are benefits for teaching in script from the beginning of the program with only 
minimal use of romanisation. 
Despite problems with the methodology (Grayson, 1993), in that the same attitudinal 
survey was used at the beginning and at the end of the study, group level data indicate 
that the use of script is not inherently demotivating for young students. Given the 
general similarity of the situation between teaching Chinese and Japanese to young 
non native speakers, this finding is probably true for instruction in Japanese script. 
As the present study is conducted in a school context at which attendance is 
compulsory a range of student attitudes toward the study of Japanese may be 
expected. Although the studies above revealed no difference to overall script 
acquisition or attitudes when the group data were reported as a whole, the attitudes of 
individual students to the task, and in particular their motivation for studying 
hiragana, would have some effect on their personal approach to hiragana study. To 
state the idea in another way, the notion that student motivation characterises the nature 
of the activity can be acknowledged as an issue in eventual success in hiragana 
decoding development. The data provided by the informants in the Focus Group 
Interviews were designed to investigate their interest and their motivation for the task 
at this level. 
Galperin (in Gillette, 1994, p. 196) has posited that the initial motivation for an 
activity determines the character of that activity and, working from this tenet, Gillette 
(1994) studied motivation and its effect on success for a group of college 
undergraduates in an L2 French course. Whereas the students' ages and L2 are 
different, the effect on learning outcomes of the divergent motivational levels in 
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Gillette's study may be echoed in this study of compulsory learners of hiragana. 
Gillette (1994) investigated the way in which L2 students' learning outcomes diverged 
given that some of the students were in the class because they wanted to learn the 
language and the remaining students were attending compulsorily. Gillette (1994) 
hypothesised that her two groups of students were not engaged in the same activity 
and that different learning outcomes were to be expected due to the differing 
orientations. 
Using learning histories, class notes and daily journal entries made by the students 
when reflecting on their strategies and progress, Gillette (1994) found that when the 
class was divided into effective and ineffective learners according to test scores and 
performance, the two groups matched the two reasons for being in the class. This 
implies that for those students for whom the task was only undertaken because they 
were required to, no effort was made to put in place effective learning strategies nor 
more than perfunctory attempts made to master the L2. For the students engaged in the 
present study, students who were similarly disengaged may have performed at low 
levels for the same reasons. This low motivation may also have expressed itself in a 
wish to not participate in the Focus Group Interviews, so the comments of the 
students harbouring these attitudes may not have been solicited. 
The finding in the study by Davies et al. (1996) that students in their survey were not 
taught to make the link between the learning of individual symbols and the formation 
of whole words indicates that instructional practice has overlooked this step. The 
researchers' survey found that this was a source of frustration for the students and 
therefore may have been a demotivating factor in their Japanese studies. This finding 
(Davies et al., 1996) demonstrates that there is some merit to linking the phoneme to 
its script symbol overtly and further to linking symbols into strings to form words and 
not assume that the students make this step for themselves. Clearly, scaffolding of the 
task needs to take account of the attitudes and motivation of the students and these will 
have both an effect on and be affected by the individual student's learning styles and 
learning strategies. 
2.S Learning Styles and Learning Strategies 
Through reading experience, students develop a range of metacognitive strategies in 
accord with their personal learning styles, but the overt teaching of strategies may 
promote the development of skills that the students may not naturally develop. In the 
interactive reading model developed by Ehri (1998), and illustrated in Figure 2.1, 
these learning strategies would partly comprise those skills that would fall in the top 
half of the model and lie in the box labelled metacognitive knowledge. These are top-
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down skills that would already be starting to develop for many of the students in this 
study in their Ll reading. In this section learning style theory is presented and the 
literature regarding teaching of learning strategies is developed. 
2.5.1 Learning Styles 
Recent research has shown that there are stable cognitive styles that are regularly used 
by students to organise and categorise their learning (Tyacke, 1998). Classroom 
observation suggests (Tyacke, 1998) that there are different kinds of successful 
readers. There is a continuum between those who are risk takers and those who read 
slowly and carefully and use reasoning and analytical skills, make conscious choices 
and compare and select material. On the other hand, risk takers read extensively, may 
be inaccurate on the details, but are good synthesisers and have good verbal 
memories. Risk taking readers are able to inductively retain unrelated chunks of 
information and make connections between these chunks when it is relevant to do so. 
Between these two extremes there is a wide range of readers who choose different 
styles depending on the task and purpose of the reading task. However, Tyacke 
(1998, p. 38) has developed a profile which groups readers into four general 'styles': 
Style A: The Studier likes structure, rules and an expert teacher 
Style B: The Di verger seeks advice when needed and works out his/her own rules 
Style C: The Explorer actively practises with peers rather than learning rules 
Style D: The Absorber does not consciously practise or learn rules, but seems to 
absorb language patterns. 
In a study of adult 'English as a Second Language' students, Tyacke (1998) 
investigated the role of cognitive style in reading behaviour at both the task level and 
the assessment level. The students kept diaries of their choice of a range of tasks 
available in the classroom and upon completion of the course participated in several 
assessment tasks. Tyacke (1998) makes several generalisations regarding cognitive 
style based on the gain averages the students made over the course. Studiers and 
Explorers do better than Absorbers or Divergers in traditional tests and seem to 
approach the task differently. Studiers use analytical strategies whereas Explorers are 
more global. Absorbers do better than studiers on the summary tests and better than 
Explorers on the Cloze Tests. Divergers perform worst on all three test types possibly 
due to lack of time and self confidence and a tendency to guess in the absence of other 
strategies. 
In regard to the present study, although the learning styles of the students were not 
assessed, it can be assumed that each of the four cognitive styles will be present in the 
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two classes and these styles will influence the choice of strategies that the students 
may employ to be successful at the task and could explain the attitude to the two 
sequencing strategies employed. Style A students may prefer the 'consonant-family' 
sequence whereas Style D may prefer the 'word-based' sequence. 
Tyacke (1998) encouraged the development of cognitive styles that are not the natural 
style of the individual student. She also recommended that instruction and assessment 
in the classroom should be of a sufficient variety to allow students to perform well in 
their natural cognitive style. She posited that students should be able to work from 
their strengths rather than be stretched to develop new skills while coping with the 
cognitive load of acquiring a second language. A further implication flowing from the 
cognitive style research is that a mismatch of cognitive styles may exist between the 
teacher and groups of students in the class. Teachers should be aware of their personal 
learning style and make adjustments to class practices to allow all students to perform 
well (Cheng & Banya, 1998). 
2.5 .2 Learning Strategies 
Application of learning strategies is related to the motivation and attitude of the 
students studying the second language. Gillette (1994) found that the motivation of the 
two groups of students in her study was reflected in the types of study strategies the 
two groups utilised. Furthermore, Gillette (1994) found that instruction in learning 
how to learn strategies had only limited effectiveness and their use depended on the 
motivation of the student. For the students who had to take the course, the strategies 
used were those that helped them to most efficiently 'get by' as opposed to 'succeed' 
(Gillette, 1994, p. 211). Gillette (1994) notes that the positive language learning 
strategies observed among effective students were goal driven, systematic and 
intuitively obvious. Students using these types of strategies had well developed 
personal goals and their study strategies matched their personal learning styles. Gillette 
observed that these strategies were not able to be taught to ineffective language 
learners without consideration for the students' goals and histories. 
Within the scaffolded instructional model outlined above by Wood et al. (in Donato, 
1994), the teaching of reading strategies is incorporated into the lesson sequence to 
reduce the students' frustration and negativity with this aspect of their language 
acquisition and to develop the students' ability to break down the reading task into 
sub-tasks for themselves. 
Marriott, Neustupny, and Spence-Brown (1993) write that, with the change from 
teacher-centred to student-focused language instruction, the student has become 
responsible for much of the language acquisition. In order to become a more 
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independent learner the student must become conversant with a range of techniques 
and processes which will build language skills. Due to the linguistic distance between 
Japanese and English, Marriott et al. (1993) posit that it is inevitable that students use 
inaccurate and incomplete components of the language before they are particularly 
skilled in it and that strategies should be taught to students so that they can build their 
proficiency autonomously (Marriott et al., 1993). Maximising student learning 
through teaching of learning strategies allows students to build on the school 
experience and adapt and build up the techniques that work best for them. 
In a study that analysed the lesson content of sixty nine teachers of primary school 
students (Moely et al., 1986), it was found that students who came from classrooms 
where their teachers taught metacognitive strategies for learning and remembering 
were better able to verbalise about the nature of the training procedures and 
performance in the task than were the students from other classes. Average and low-
achieving students who experienced metacognitive instruction showed longer 
maintenance of the new learning-memory strategies that they were taught. However, 
little exploration was made by the teachers into the strategies that the students used 
independently, so the teachers missed opportunities to build upon or reinforce the 
strategies that students were already utilising. 
Clearly the efficacy of teaching 'learning how to learn' processes is of benefit to 
students. Carrell (1998) points out that an important aspect of the learners' 
development of well developed reading skills is the active involvement of the students' 
active or metacognitive participation. The reading strategies discussed here are an 
aspect of the metacognitive knowledge process of the interactive model described in 
section 2.1 above. Carrell (1998) reviews a number of L2 studies that have 
investigated the effects of overt strategy instruction. In all the studies significant 
positive results were found with students who experienced metacognitive strategy 
training perf orrning better on the various reading tasks than the control groups or those 
students experiencing traditional methodologies. 
Carrell (1998) states that the benefits of metacognitive instruction are available to 
young school children and she discusses a study by Jiminez of five 12 year old 
bilingual Latino students with low literacy levels in English. Jiminez found that over 
the six-month period of the study the students demonstrated positive shifts in their 
attitudes toward their L2 literacy and their ability to succeed in L2 reading, as well as 
greater effective use of the strategies, and effective use of their Ll abilities. Collateral 
benefits reported were increased student involvement and application in learning tasks. 
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In the area of learning Japanese as a second or foreign language, orthographic distance 
has been recognised as a significant stumbling block for learners and research has 
investigated student use of learning strategies (Birch et al., 1995; Davis & Bistodeau, 
1993; Jones, 1993) in order to more efficiently make the decoding of the Japanese 
scripts automatic. Although studies in L2 Japanese reading (Kitajima, 1997) have 
shown benefits for teaching reading strategies for improving comprehension at the 
intersentential level, these are skills for proficient decoders of text and beyond the 
ability of the students in this study. An important note however is that Kitajima (1997) 
acknowledges that strategy training involving one problem area may do little to 
improve readers' comprehension if there are deficiencies in other reading skill areas. 
At the intrasentential level, Bourke (1997) identifies twelve strategies that she found to 
be beneficial for university students in developing their kanji writing skills and as 
these strategies are very specifically delineated they will be discussed here in detail. 
Whereas the strategy involving the identification of the radicals is specific to kanji 
structure, the remaining strategies are equally useful in the learning of hiragana and 
were adapted and used to code the strategies the informants claimed to use in the 
present study. The strategies listed below are ranked in the order that Bourke (1997) 
found her subjects made use of them, from most used to least frequently used: 
.. Association - mentally associating a character with other characters and symbols 
" Stories - cuing character identification to a personally relevant story or picture 
" Radicals - identifying a character by a categorising a portion 
" Compensation - seeking assistance from a competent reader or dictionary 
" Visualisation - seeing the character in the head 
• Frequency - identifying a character as a result of frequent occurrence 
• Self-Monitoring - remembering a character as a result of a previous error 
• Sequence - remembering characters from context 
• Physical Response - remembering feel when tracing the character 
• Sound - remembering a character from the sound 
• Experience - identifying a character via a unique personal association 
• Stroke Order - remembering the unique writing order of the character 
All the strategies can be successfully matched with the sources of knowledge to aid 
comprehension depicted in the interactional model of reading presented in Section 2.1. 
However, the strategies Bourke (1997) labels 'association' and 'sequence' are those 
that differentiate between the two instructional methodologies and would be those that 
would be mentioned by the students in this study if the instructional sequencing were 
deemed useful by the informants. In these strategies the students' recognition or recall 
is cued by the context of the surrounding sentence as a whole or by the decoding of 
preceding or following characters which trigger the recall of an item in the students' 
vocabulary. The other strategies, excluding radicals, are also useful and formed part of 
the scaffolded learning sequences used in this study, as described in detail in Chapter 
Three. 
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Regarding efficacy of these strategies, this is corroborated by other studies. Jones 
(1993) reports receiving positive feedback from her students when they were taught to 
memorise and retain kana through association with humorous pictures following the 
Quackenbush and Ohso (1983) model. This strategy matches the 'stories' strategy 
identified by Bourke ( 1997). Students in the Jones study were also encouraged to 
develop their own associations and to retain the most personally efficacious picture 
sound associations. 
From comments their subjects made in reference to vocabulary items, Davis and 
Bistodeau (1993) noted that more attention should be paid to learning strategies in the 
instructional phase of teaching and that L2 reading strategy training would be of value. 
However, Gillette (1994) found that the routine incorporation of strategy instruction in 
language lessons did not automatically lead to better language learning unless the 
students' individual learning styles and language learning goals were acknowledged in 
the training. Furthermore, Gillette (1994) found that effective L2 students engage in 
functional practice utilising a range of activities inside and outside the instructional 
periods, echoing the learning management strategies identified by Bourke (1997). 
Gillette (1994) also found that the ineffective students prefer formal tasks and rote 
learning activities and did not self-initiate the use of other strategies. 
As described in Chapter Three, a range of strategies are demonstrated by the 
instructional methodology. Although overtly modelled during instruction, these 
strategies were not compartmentalised as strategy training per se that the students were 
encouraged to adopt. However, comments regarding adoption of these learning and 
decoding strategies were prompted by the introductory monologue at the time of the 
interviews and accounts of learning strategy use were monitored during the data 
coding. 
Whether the learners of hiragana in this study used a limited or a wide range of 
strategies is also of interest as Bourke (1997) has demonstrated that 'greater use of 
learning strategies can lead to more effective learning'. The use of learning strategies is 
predicated on the students having a repertoire of strategies to call on. A supplemental 
role for the language teacher is to overtly model and train the students in the 
appropriate use of a range of skills. The teaching and overt modelling of strategy 
training enhances student learning skills and the mastery of scripts. However, the 
research mentioned above posits that weaker skilled students need lots of 
encouragement in the use of strategies and these strategies must be linked to the 
students' existing strategies and learning styles. 
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2.6 Gender and Students' Classroom Participation 
In the classroom context the teacher also must be aware of the role of gender in the 
interactions that take place in a co-educational setting. The literature regarding gender 
dynamics in classroom participation suggests that, when male and females are 
together, girls almost always talk less than boys (Coates, 1998; Gilbert, 1994; Gilbert, 
1996; Romaine, 1999; Spender, 1982). This finding has particular ramifications for 
the data gathering aspects of this study as the opinions of all the participants were 
sought. This gender difference underlay the separation of the genders when 
conducting the focus group interviews. The Focus Group Interview procedure is 
discussed in detail in Chapter Three. 
Gilbert ( 1994) states that there are two well accepted findings with clear ramifications 
for teaching contexts in general, not just of L2 teaching. She states that male speakers 
tend to interrupt more than female speakers and in mixed gender situations, female 
speakers are interrupted more frequently by male speakers than males by female 
speakers. On the other hand, female speakers provide more conversational support 
than do male speakers by confirming and encouraging fellow speakers with emphatic 
utterances. They also ask questions of other speakers so as to draw out ideas. 
Other findings suggest that boys tend to be the more outspoken students in class, and 
are more generally self assertive although it is recognised that there are quiet students 
of both sexes (Gilbert, 1994). There is a gender separation in group work and males 
are more likely to be more dominant generally, take up more space and resources, 
interrupt class discussions and have topics and materials especially selected for their 
interests. 
Given these findings, the recommendation (Russell, 1996) that the interviews be 
conducted in single gender groups is well understood. Had the groups been mixed in 
gender, interactions between the female informants may have been severely hampered. 
In the present study, the gender difference may be revealed by comments regarding the 
kinds of strategies used, topics discussed and attitudes toward the hiragana decoding 
task. These comments were monitored in the coding of the transcripts and are reported 
in Chapter Four. 
In the language classroom it can be expected that this general situation would continue 
to be in evidence. There would be a concomitant impact on the opportunity that each 
student has to participate in the language learning activities and the dynamics of the 
interactions that take place in both the Ll and the L2. In the present study the male 
researcher's knowledge of the students in the classroom and careful supervision of the 
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interactional patterns was partly able to compensate for this male dominance through 
careful structuring of activities and classroom organisation, but the male style remains 
an influential feature of classroom settings (Gilbert, 1994). 
2. 7 Summary of Literature Review 
The study examined two classes of students, beginning at the time of the students' 
first exposure to hiragana instruction, as they came to grips with the novelty of the 
script. The study then tracked these students as they experienced twelve weeks of 
hiragana instruction, and sought to record accounts of the students' responses to this 
experience, along with their strategies for learning the hiragana script. 
The core theory of reading adopted in this study is the interactive model outlined by 
Ehri (1998). This theory identifies other factors such as the reader's lexical 
knowledge, metacognitive skills, world knowledge and language knowledge as other 
factors that affect reading ability, but in reviewing this model the chapter established 
that, at the level of script reading researched in this study, deciphering skills are of 
primary importance. 
In order to delineate the theoretical positions underpinning the study, Chapter Two has 
presented the literature related to the development of basic L2 reading skills, with a 
particular focus on those studies examining L2 reading in an orthography at great 
variance from the learners' native language, such as Chinese and Japanese (Chitiri et 
al., 1992; Davies et al., 1996; Grayson, 1993; Harada, 1988; Hung & Tzeng, 1981; 
Koda, 1992; Koda, 1996; Sayeg, 1996). 
The chapter has presented studies that have reported word primacy effects (Hung & 
Tzeng, 1981; Lee, Wee, Tzeng, & Hung, 1992) but, at the beginning level of L2 
script decoding, the importance of this source of cuing for meaning remains unclear. It 
is possible that there is a learning benefit to the associative cuing of hiragana recall 
through instructional use of whole words and it is this issue that the study hoped to 
enlighten. 
The chapter also reviewed theories about memory processes and contrasted the 
differences between rote learning and meaningful learning. It then drew comparisons 
between these two processes and the sequencing of script instruction in the two 
classes as conducted in the study and concluded that both sequencing strategies have 
an inherent level of meaningfulness that transcends rote learning and that both 
strategies have the potential of being useful for aiding student L2 reading automaticity. 
But it remains to be seen whether one strategy is more efficacious than the other. 
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In the later sections of the chapter, student learning style preferences; student attitudes 
and motivation and finally, learning strategies are all reviewed in the light of the 
potential impacts these may have in assisting or disrupting the acquisition of hiragana 
decoding skills. By seeking to understand the processes of beginning L2 hiragana 
decipherment, the insights gained may become relevant to a wider range of contexts 
and indicate why contrary results may be found in alternative contexts. The chapter 
has established that there is a need for further study into young students' 
understandings of the process as they develop mastery of the hiragana script, thereby 
responding to the call for such research into reading processes made by Alderson 
(1984). 
The discussion of existing literature above has identified several factors underpinning 
the learning of hiragana reading skills by young students in a primary school context. 
These can be grouped into those factors that arise from the innate personality, the 
background and intellectual potential of the students; those factors that are a product of 
the instructional scaffolding employed; and those factors that are a product of the 
school context. All these factors must be acknowledged and incorporated into the 
analysis of the data arising from the students' progress scores and the elucidation of 
the interview transcripts. 
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CHAPfER3. 
Methodology 
Overview 
Using a mixed method design, the study tracked the progress of two classes of 
students learning to recognise, decode and recall hiragana, each class experiencing a 
different treatment. The quantitative aspects assist in exploring the experimental 
hypothesis by using statistical measures, whereas the qualitative data establishes a 
depth of understanding not available from the statistical outcomes by collecting 
students' comments regarding their experiences during the hiragana instruction 
period, their attitudes to the task, and the learning strategies that they may have used. 
At three points in the treatment, focus group interviews were held to collect data on the 
impact of the treatment on the hiragana learning strategies and to gather the affective 
responses of the students to the script instruction. This interview method was selected 
for its ability to offer insights in a relatively unstructured and spontaneous manner, not 
easily replicated by questionnaires or interviews, as well as for its ability to reveal data 
not available from an analysis of test results (Russell, 1996). It was hoped that these 
comments from the students' point of view would offer insights into the results 
obtained on the classroom tests. 
3.1 Research Design and Data Gathering Methods 
A quasi-experimental design was chosen as the testing procedures used are similar to 
the instruction and testing procedures routinely used in language instruction in the two 
classrooms of the study. The methodological model is portrayed in Figure 3.1, 
illustrating the repeated data gathering. 
Treatment 1 XI Fl 01 X 02 F2 X 03 X 04 F3 
Treatment2 X2 F4 05 X 06 F5 X 07 X 08 F6 
X =on-going treatment F =interviews 0 ='long' tests 
Figure 3.1 Experiment design 
The design in Figure 3.1 presents the central features of the study. The instruction is 
ongoing but is punctuated at regular intervals by data gathering from focus group 
interviews and by class testing. The dotted line represents the quasi-experimental 
nature of the study due to the use of already existing classes for the two styles of 
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teaching instruction. The box around the procedure indicates that the experiment took 
place over a set period and that the instruction and data gathering sequences were 
noncyclical. This is a repeated measures group design utilising non equivalent groups 
as the two classes have not been equated by a strictly random assignment (Cohen & 
Manion, 1989). In order to eliminate the subconscious matching of students with 
instructional treatment, the allocation of the classes to each treatment group was made 
by flipping of a coin. 
Holbom Reading Test 
Quantitative Measures Qualitative Measures 
(Participants) Class I Class 2 4Sub Groups Teacher 
Week One I FGIOne 
Week Two I A n 
Week Three I LongTe$t One e 
-- (School Ho~iday) c -·--·-- d Week Four 0 
t 
Week Five a 
l 
Week Six Long T~st Two FGITwo N 
0 
Week Seven t 
e 
Week Eight 
T 
Week Nine Long T~st Three a k 
1 
Week Ten n 
Week Eleven I g 
Week Twelve! Long Test Four FGIThree 
Figure 3.2 Data gathering plan overview 
As illustrated in Figure 3.2 the sequence of instruction and data gathering took place 
over a twelve week period but was interrupted at the end of week three by a two week 
school holiday. The data gathering using the Holbom Test of word reading skills is 
depicted as a discrete process prior to the instructional sequence of the study. Each 
week of the treatment contained three lessons of Japanese, two of which provided 
aural and oral practice within a communicative methodology, and the third lesson 
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comprised the hiragana instruction. From week three onwards there was a short test 
of script recall each Friday with a longer test every three weeks. 
The researcher envisaged that the students' responses to the cognitive challenge of 
acquiring the hiragana script would provide useful insights into how children coped 
with the task and the strategies they developed to meet the challenge. To this end, sub-
groups of students participated in focus group interviews to discuss how they felt 
about the task and to describe the kinds of strategies they used to learn the script. The 
interviews also provided subjective insights regarding the relative helpfulness of the 
strategies for memorisation taught in class. They were conducted at three points in the 
sequence separated by five or six week intervals. 
The researcher kept anecdotal notes from the beginning of the instructional sequence 
and continued to keep this record throughout the twelve weeks. Examples of the types 
of items recorded were the feedback that occurred in the classes and the affective 
responses of the students to the various aspects of the instruction. Also noted were the 
researcher's subjective responses to the progress of the two classes. Class progression 
through the script was recorded in planning documents as were variations occurring in 
the anticipated lesson routine. The script presentation sequence for the two classes is 
presented in Appendix B 
The mixed methodology design was chosen because, as Deffner has reported (in 
Frerch & Kaspar, 1987, p. 19), the reliability of an investigation is 'considerably 
enhanced' if it utilises a variety of data gathering methods. Frerch and Kaspar (1987) 
note that in second language studies a frequent combination is the use of performance 
data and a concurrent or consecutive report, such as the production of a translation 
task with simultaneous verbalisation, or combining oral production data and 
retrospective interview. This study follows the same pattern by using two types of 
delayed retrospective data; from focus group interviews and the teacher's anecdotal 
notes, together with the results from two groups of performance tests, the 'Long' and 
the 'Short' L2 script mastery tests, thereby utilising both qualitative and quantitative 
measures. 
Frerch and Kaspar (1987, p. 19) point out that the combination of methods is needed 
to 
substantially improve understanding of learners' declarative knowledge, 
their communication and learning processes and of the affective and 
social aspects that interact with the cognitive dimension. 
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Cohen (1987, p. 92) comments that verbal report data, as were gathered in this study, 
have great potential for the study of language learning by particularly offering insights 
into learning strategies and ways of enhancing reading skills and vocabulary 
acquisition. Reporting takes place after the event or instruction and is therefore 
commenting retrospectively on that event. Retrospective reporting is one of the 
techniques within the field of introspective methodology that uses verbal data. 
Grotjahn (1987, p. 55) comments that introspective methods refer to the range of 
procedures of self-observation and self revealment, and these techniques were 
therefore appropriate in gathering the data for this study. 
The following comment by Koda (1996, p. 458) strongly supports the use of this 
particular experiment design for studies of L2 processing: 
Given that two bodies of linguistic knowledge and their corresponding 
processing skills are interacting and impacting upon one another during 
L2 processing, it is highly unlikely that a comprehensive understanding 
can be achieved by studying discrete phenomena in isolation. In seeking 
further L2 theoretical constructs, therefore, we must establish multi-
faceted analysis procedures to examine quantitative and qualitative 
processing variations in conjunction. The insights obtained through 
such bi-focal analyses should allow us to evaluate individual differences 
in L2 word recognition, as well as its developmental pathways, with far 
greater precision. 
By gathering test data every week from 'short' symbol recall tests and every three 
weeks from 'long' symbol recall and word recognition tests, followed by analysis of 
the focus group interview data and the anecdotal records, it was hoped that a multi-
faceted analysis could be made of the impact on acquisition of the treatments 
experienced by the two classes. 
To reiterate, the experimental hypothesis is that students experiencing the word-based 
instruction will have no greater success at reading, writing and recalling hiragana than 
those students using script groupings based on consonant-family. The independent 
variable is the two differing orders of presentation and the dependent variables are the 
level of success in acquiring the script and the level of retention over the time of the 
study. The qualitative data will address other aspects of the research question in 
relation to attitudes, learning strategies and affective responses to the instruction. 
The discussion of literature related to each of the data gathering procedures is 
presented together with a description of how the procedure was implemented, how the 
participants were selected and how the results were analysed. This discussion is 
presented below with a description of the quantitative aspects first in section 3.3, 
followed by the qualitative techniques in section 3.4. 
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3.2 Context 
The setting in which the study took place is at once unique and yet typical of primary 
schools throughout Queensland. Section 3.2 describes the students, the school, and 
the classes where the instruction and data collection took place in order to situate this 
context within the many sister schools where Japanese instruction occurs. 
3.2.1 Situation 
In the school used for this study the classes at the year six level are not streamed. The 
two classes in which data were collected had female home room teachers but were 
taught Japanese by a male specialist teacher, the researcher in this study. The children 
in the two classes were randomly assigned at the end of the previous year by their 
teachers at that time, with some attempt made to have equal numbers of boys and girls 
in each class and an equal share of exceptional children. Each year a small percentage 
of parents do make requests for particular teachers and these requests are followed if 
grounds are justified. For example, parents may request that twin children be placed in 
different classes or that a child be placed with the teacher who taught an older sibling. 
The current teacher is not always aware of the special requests or the reason for a 
particular class placement. Given the finite number of individuals in the year six 
cohort, a lot of effort was made by the teachers to keep the classes as equal as possible 
in student size and composition. This near equality in class student composition was 
an assumption of the study. 
Japanese instruction was conducted in each class, three times a week for 30 minutes 
each session. In class one, Japanese instruction was on Tuesdays, Thursdays and 
Fridays at 10:00 am and in class two, on Wednesdays at 9:00 am and Thursdays and 
Fridays at 9:30 am. The instruction of script examined in this study was conducted on 
Thursdays as this day experienced the least interruption from school events and public 
holidays. Testing in both the 'long' and 'short' formats was conducted in the Friday 
lesson. The other lesson times were restricted to teaching Japanese speaking and 
listening skills in a communicative language curriculum. 
3.2.2 Participants 
The school is located in a middle to upper middle class socio-economic area of inner 
Brisbane and the general culture of the school is one of strong parental support and 
high academic and sporting expectations. More than half of the year seven student 
cohort go on to year eight at private schools. 
Prior language learning experience in the two classes was similar. There was one 
background speaker of a language other than English in class one and two in class two 
but neither of the classes had been exposed to formal Japanese language instruction 
-46-
prior to the year of the study. The gender composition of the two classes is outlined in 
Table 3.1. 
n = 51 
Table 3.1 
3.3 
Class 1 
(Word-Based tmt) 
Boys Girls 
15 11 
Total= 26 
Class 2 
(Consonant-Family tmt) 
Boys Girls 
14 11 
Total= 25 
Gender composition of treatment groups at beginning of study. 
Treatments 
The teaching of the hiragana script utilises a range of techniques that the researcher 
has settled upon over six years of teaching Japanese. These techniques draw on 
strategies that match a wide range of student learning styles. The techniques also 
match the teaching strategies identified by Bourke (1997), and Fujimori and Andreoni 
(1994) as typically used in Japan. They involve strong teacher guidance in the early 
stages, with close attention to stroke order, overt use of reference charts and materials 
and the use of stories to aid recall. 
The strategies used to present and practise the hiragana symbols were identical across 
the two treatment groups. The methodology differed in the selection of target hiragana 
symbols. In one class an overt connection was made between the symbols and a target 
word or phrase that the selected symbols comprise, in what has been labelled the 
'word-based' group. The target word or phrase is familiar to the students as it is 
language that has been previously taught and is in the students' active repertoire. This 
instructional sequence is described in detail in Section 3.3.1 below. In the second 
class no reference was made to words or phrases and the symbols were presented as 
discrete items ordered by consonant-family. 
As described in the literature discussed in Chapter Two, second language reading 
research and investigation into memory structure indicates that, by relating new 
concepts to stable existing knowledge, the new material may be sooner acquired and 
incorporated into students' L2 repertoire. By using familiar phrases and words, as in 
treatment one, students may better recall the constituent symbols when needed in 
another task or context. Alternately, as in treatment two, the initial presentation of the 
hiragana symbols in consonant families may be a stronger mnemonic for students and 
it is with the goal of elucidating these two procedures that the comparison of methods 
design was chosen. 
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In both treatments, instruction began with the handing out of the basic script chart at 
the commencement of the course. The basic chart is the 'standard chart' at the top of 
the page in Appendix A. The instructional chart illustrates the basic 46 symbols in a 
'balloon' like font and demonstrates the stroke order and direction by small numbers 
and arrows. The students glued this page into their exercise book and used the chart 
for reference in subsequent lessons. 
Having pre-selected the five symbols for instruction for the lesson (see Appendix B) 
the blackboard was used to write the week's first target symbol in script, at least 40 
centimetres in height. The symbol was drawn very carefully, producing as clear and 
proportionally correct a model as possible, counting the strokes as each was drawn. 
Then the students raised their writing hand and using their finger wrote the symbol in 
the air, continuing to count the stroke order using large arm movements and following 
the teacher's patterning. At the teacher's command the students then stood and used 
other parts of the body to draw the symbol, for example the elbow, knee or foot, 
repeatedly drawing in the air using gross motor skills. This technique has proved 
popular over the years with the students and seems to aid the development of symbol 
formation when the students practise writing on paper. 
On their notebook chart page, the students coloured in the target symbol usmg a 
different coloured pen or pencil for each stroke keeping the same colour code over the 
course of the lessons. The teacher circulated around the class to monitor correct 
colouring. Towards the end of the instructional sequence this step was occasionally 
omitted due to time constraints and this task was done for homework. By this stage 
the students were familiar with the generally top to bottom left to right sequencing for 
the formation of each symbol. 
The next step was to repeatedly write the symbol on scrap paper using a pencil. At this 
stage the teacher moved about the class monitoring the accuracy of the students' 
attempts, praising or modifying as appropriate and this was maintained throughout the 
instructional sequence for every symbol of the basic chart. 
The class was sometimes interrupted if there was a common fault occurring such as 
incorrect stroke placement or poor proportion in the symbol. The problem was 
illustrated on the board with exaggeration and the students asked to identify the fault in 
order that they recognise it in their own attempts. For some symbols common 
problems were anticipated and corrected by this technique before the students started 
practising the error. 
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The last step was to transform a depiction of the symbol on the board into a visual 
mnemonic to facilitate recall. This is a commonly used strategy formally developed for 
hiragana by Quackenbush and Ohso (1983). The students used the teacher's 
suggestions in the first few examples but they were encouraged to develop their own 
imagery over the course and were rewarded for particularly clever or strong images. 
The students made their suggestions in class time and the class generally enjoyed the 
development of the images and the lateral thinking that this process involved. An 
example of a student suggestion is given in Figure 3.3. 
~ Isa! 
'SUNNIES' 
Figure 3.3 Example of student generated hiragana symbol mnemonic. 
These steps take several minutes at the start of the course but once the routine is 
established each symbol can be dealt with in five or six minutes allowing four or five 
symbols to be taught in each lesson. Notes on numbers of symbols presented and 
particular problems arising were made in the teacher's anecdotal record and lesson 
plans. 
A final step taken when time was available was to invite students to write the lesson's 
target symbols on the board from memory. The class made an evaluation of style and 
accuracy and other students then made adjustments and rewrites on the black board 
until a correct depiction was attained. This stage in the procedure encouraged correct 
stroke formation, stroke order and symbol proportion. 
Although the twelve week treatment was not long enough for either treatment group to 
receive instruction on the whole of the extended chart it provided a basis for the 
students to read the materials used in class and record in script the phrases over which 
they were expected to have productive competency. By the end of the twelve week 
sequence the two groups had received instruction in an almost identical range of 
symbols. The only difference in the method of instruction was in the clumping of the 
groups of target symbols to be taught each week. This difference is discussed in 
section 3.3.1 and section 3.3.2. 
3.3.1 Word-Based Treatment 
The grouping or clumping of five or so symbols to form a known word or phrase as 
opposed to five symbols linked by their initial consonant is the key difference in the 
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two treatments. The class receiving the 'word-based' treatment was taught symbols 
from various places on the chart depending on the word that was selected to be taught 
in that lesson. For example the first word the students came to know and use orally 
and aurally in the course was 'konnichiwa' which is used at the commencement of 
every lesson. It is written in hiragana as .:. /._,, i::::: t) id.: and these were the five 
symbols taught in week one of hiragana instruction in this class. The word and phrase 
order for the selection of the hiragana symbols for both treatments is at Appendix B. 
The words and phrases selected for each week's instruction were either set phrases 
with which the students were familiar or were from topics that were currently in use 
and had a common theme. Items selected were in the students' active vocabulary and 
were commonly written in hiragana. Words that are commonly written in kanji in the 
year six curriculum were not included. 
An analysis of the vocabulary used in the year six materials in use at that time and of 
the 'Japanese Stage A Work Book' (Department of Education, 1992) revealed that the 
most commonly used symbols were to be found not only in the basic chart but also in 
the chart of symbols containing diacritical marks and blends. In this study, these more 
'complex' symbols were not avoided until the basic symbols were taught but included 
in the instruction according to their frequency of occurrence. For example the copula 
'desu' is one of the most commonly used words at this level of instruction and is 
written '·-(' 9 1• The symbol '--c'', is derived from the symbol 'T ' which is the 
basic chart syllable 'te'. The 'T ' symbol featured in a later target word but did not 
need a lot of instruction as it was already familiar from its '--c'' ' form. 
The word-based treatment differed from the hiragana lesson routine described above 
in a crucial second way. Each week of the instructional period the hiragana lesson 
featured a word or phrase with which the students were familiar. The lesson began 
with the researcher writing this word or phrase on the blackboard. This step was not 
taken in the other treatment group as the other students had no specific target word but 
were able to predict the group of symbols they were about to study by referring to 
their charts. The word-based treatment group was then encouraged to decode the word 
by reference to their charts, before the formal script instruction began. Towards the 
end of the lesson attention was again drawn to the word and the students were 
instructed to practise the writing of the symbols as a whole word rather than as 
discreet items. Such word-based practice was encouraged for three reasons: 
• to provide practice in word formation, 
• to provide semantic associations with common groups of symbols and 
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• to loosely tie the hiragana practice to the contents of the other lessons in the 
Japanese program. 
At no time in either treatment group was specific word formation instruction conducted 
in any of the three lessons each week during the twelve week hiragana instruction and 
data collection sequence, other than that described in the word-based treatment 
outlined above. 
3.3.2 Consonant-family Treatment 
Instruction to the class receiving the consonant-family treatment started with the five 
vowels at the top of the chart and proceeded down the remaining nine lines before 
starting on the vocalised derivative and blended forms. The chart at Appendix A 
illustrates this linearity and the sequence is listed at Appendix B. The symbols taught 
in each lesson were completely predictable and the students were able to follow their 
progress through the chart as the term progressed. 
This sequence does not readily allow for the formation of words in the students' 
vocabulary and many of the more common words are not able to be formed in 
hiragana until almost all the symbols have been learned, not just the basic 46. The 
predictability and building block nature of this approach may have advantages for 
students whose learning styles prefer highly structured and predictable tasks (Tyacke, 
1998, p. 38). 
As mentioned above, no instructional time was spent in this class in forming words by 
grouping the individual kana symbols during the twelve week experimental sequence. 
It was assumed that the students would make the step to word and sentence formation 
in hiragana based on their knowledge of the Japanese phonics system and link the 
romaji script used in other lessons to the script learned in the hiragana lessons. 
To ensure that the teaching differed only in the order of presentation of the symbols, 
the overt instruction of hiragana was limited to one 30 minute session per week on the 
same school day for both classes. In the other two Japanese teaching sessions each 
week, instruction made use of prepared overhead projector transparencies utilising 
paired romaji and hiragana, and both groups continued to use the textbook, which 
generally depicts written Japanese in romaji, for the duration of the intervention. The 
script practice pages in the text were not undertaken in lessons. Individual students in 
the two classes were not discouraged from extending their range of hiragana through 
private study using alternate techniques. 
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Variations in visual materials arising spontaneously in response to student or class 
needs were noted in lesson plans. Accurate teaching records were maintained listing 
the symbols taught in each session, and any divergence from the types of learning 
strategies and practice utilised in each class was noted. At the start of each Friday 
session from week three on, the 'short' test of previously taught symbols was taken 
by both classes to provide student feedback on mastery. The test incorporated reading 
and writing of individual symbols. Although formative in nature, the results for each 
student were recorded to monitor individual progress as is usual school routine. This 
test is discussed in detail below. 
To apply an objective measure of the instruction, every three weeks of the intervention 
(each third session for a total of four sessions) it had been hoped to make audio 
recordings of the session and that the tape be subsequently reviewed to determine 
whether there was any blurring of the use of word-based symbol instruction in the 
consonant-family treatment group. As the instructional sequence came at a busy period 
in the school year this action was not taken and, as discussed below, such recordings 
would not have been in accord with usual classroom practice. Awareness of the 
possibility of treatment blurring and careful self monitoring were the only safeguards 
taken and any unwitting occurrences of this happening were assumed to have a 
negligible effect given the length of the teaching sequence. As it happened, there was a 
third class of year six students in the school that experienced a trial run of the 'word-
based' treatment on the same morning as the other two classes were taught and this 
ensured that the timing and instructional sequence were well rehearsed before the 
lesson was taught to the experimental class. 
The issue of 'ecological validity' (Malim & Birch, 1997, p. 49-50) must be addressed. 
The study took place in a school context where successful mastery of hiragana has a 
greater priority than the need for exacting experimental methodology. Compromises 
had to be made in order to maintain the procedures and techniques that the students 
had grown used to in their Japanese lessons. 
3.4 Quantitative Aspects 
Generally speaking experimental designs involve many subjects and a control group, 
which increases confidence in the validity of conclusions regarding causality. Mellow, 
Reeder and Forster ( 1996) comment that because Second Language Acquisition (SLA) 
experiments often study intact classes rather than randomly allocated subjects, the 
groups are generally non equivalent and therefore fall in the class of designs called 
'quasi-experimental non equivalent control groups designs'. As Mellow et al. 
comment (1996, p. 328), 'although these designs result in greater confidence in the 
attribution of causality, construct validity may be sacrificed as a result'. This condition 
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was accepted in this study as part of the 'ecological validity' of the context as 
discussed in section 3.3.2. 
3.4. l Quasi-Experimental Designs 
Malim and Birch (1997) state that in quasi-experimental designs the setting is natural 
for the subjects in the study but instead of the researcher deliberately manipulating the 
independent variable, changes in this variable occur naturally. The researcher must 
then, in the design of the study, take account of changes that occur naturally and so 
deliberately build changes in the independent variable into the experimental design. In 
this study the manipulation of the independent variable, that is the ordering of the 
symbol presentation, was carried out by using two slightly differing symbol 
presentation methodologies in two different classes. 
3.4.1. l Repeated Measures Design 
Repeated Measures (RM) testing techniques use the same participants in two or more 
conditions (Malim & Birch, 1997). In this study, instruction of the two groups took 
place over a twelve week period with one form of testing being conducted every three 
weeks and a second form being conducted every week, with in both cases all those 
students present on the day undertaking the tests. The purpose of the repetition of the 
testing was to monitor the 'developmental course' (Mellow et al., 1996) of the 
students' hiragana acquisition. 
Malim and Birch (1997) identify a number of advantages to the use of repeated 
measures within a quasi-experimental design. Through use of extant classes taking 
similar tests several times, the total number of subjects can remain low and as 
mentioned above this style of testing process is natural in this context for formative 
assessment in other subjects, particularly in mathematics and spelling instruction. 
More importantly the individual differences such as gender, socio-economic 
background and age, remain constant within each treatment group over the course of 
the instruction and testing period. 
3.4.1.2 Issues of Validity 
Threats to internal validity (Cohen & Manion, 1989) and their control in this study are 
described below. It is acknowledged that, with regard to external validity, differences 
found in the performance data generated by the groups in this study may not be 
generalisable to specific individuals (Mellow et al., 1996) or other settings due to 
individual differences in the strategies that students employ in the task and the unique 
nature of the context of the study (Cohen & Manion, 1989). 
A possible variable that could have had an effect on the external validity is experiential 
history, as over the course of instruction the students may have been exposed to 
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differing experiences. Two examples recorded from students in this study were the 
influence of parental input, and the purchase of drill and practice computer software 
which enhanced individual students' performances. This situation is in keeping with 
the 'ecological validity' of the study (Malim & Birch, 1997, p. 49-50 ). The instances 
of these examples were not systematic for one class over the other and so were 
ignored. 
Systematic examples of differences in experiential history, however, such as extra 
lessons or special instructions for one group, were controlled by rigid adherence to the 
experimental design and careful self monitoring by use of lesson plans in order to 
ensure that the classes experienced as close to the same instruction as possible. This 
included self monitoring to ensure that the researcher's interest in the outcome did not 
inadvertently favour one methodology over the other. 
A second consideration in terms of external validity was student maturation. Over a 
three month period it could be expected that the subjects in the study would have 
undergone some personal growth that may have caused a change in their test 
performance that may not be attributable to their instruction. This is a similar problem 
to that above and is a reflection of the context and naturalistic nature of the study. No 
particular attempt was made to control this aspect other than to be aware of each 
student's classroom attitude and behaviour during instruction in the usual way. 
Repeated testing effects also contributed to the context and to the external validity of 
the results. Mellow et al. (1996) point out that subjects score very differently on the 
first test than on subsequent similar tests. This is due to variables such as unfamiliarity 
with the instrument and test anxiety. As a consequence the use of the routine testing 
program with four opportunities for the students to perform on the 'long' test ensured 
that some desensitisation took place and provided for a more accurate assessment. 
The Hawthorne effect is also a consideration in regard to validity. At no point at the 
class level were the students informed that they were being compared with the other 
group. The global expectation of the study was that every student would learn the 
hiragana script and consequently the testing for recall of the script explicitly matched 
the instructional aim. Both treatment groups knew they were taking the tests to 
measure this skill but the tests did not betray the methodology used to teach each class 
(Mellow et al., 1996). 
Friends across the two classes may have discussed their lessons informally outside 
lesson time as no explicit instructions were given not to do so, but it is a common 
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situation in this context that students in different classes at the same grade level 
experience lessons differing in detail and a realisation by the students that their lessons 
were different would have been unremarkable. Again, this is an artefact of the 
naturalistic nature of the study. 
Another potentially confounding variable is the sequence or order in which tests are 
taken in the study. This order may influence the performance of the students and result 
in distorted data (Malim & Birch, 1997). This effect was minimised by having an 
identical testing routine for both groups and the tests conducted on the same day. 
Repeated measures testing by definition requires the multiple application of tests to the 
same set or sets of subjects (Mellow et al., 1996). As one test is used many times the 
practice effect can begin to disguise the effect of the treatment. Furthermore multiple 
forms of the same test may vary in reliability causing variations in scores which can 
again disguise the treatment effect. Two types of tests were administered repeatedly in 
this study. The 'short' test was administered most frequently and evidenced the 
greatest practice effect. The test was in a form that matched the standard listing of the 
symbols and as such matched the charts on the walls of the classrooms (removed 
during tests) and the charts in the student work books. The test was for recall, 
requiring the same student strategies as tests of rotely learned number facts (see 
Appendix E). Again this test was congruent with the school context and was identical 
for both groups so the practice effects weren't controlled for, but in fact expected, and 
the feedback provided by the weekly test became in itself one of the learning strategies 
acknowledged by the students. Rather than individual student progress it was the 
differential rate of recall of the two groups that the study sought to track by means of 
this test. 
The second instrument which used four iterations and seven versions was carefully 
prepared so as to closely match the material used in each class and reflect the students' 
increasing symbol repertoire. These followed identical formats in each version and 
each question was paired between the two groups to ensure equivalence. This test is 
discussed below in detail and all versions are reproduced at Appendix F. 
Experimental 'mortality' can be an issue in a longitudinal design as family mobility can 
cause students to leave the school community mid course and there was one instance 
in this study. A second student had a high incidence of absenteeism and consequently 
failed to experience the same instruction as her classmates and was often absent on 
days used for data collection. Both students' data were ignored in the subsequent 
analysis. 
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A related problem is that four new students were admitted to the classes at various 
points during the three months of data collection. While these students participated in 
the instruction and testing, their data were also ignored and they did not participate in 
the Focus Group Interviews. 
3.4.2 Test Instruments 
In order to assess the students' progress over the course of the instructional period the 
individual students were tested as a class at regular intervals, on their ability to 
recognise and/or recall the hiragana symbols. In this way it was hoped to measure the 
students' symbol retention rates and their success in the task of mastering the 
symbols, the major aim of the study at hand. Data collection procedures were 
conducted so as to match routine school procedures where possible and progress 
quizzes of hiragana acquisition are conducted routinely in lessons. The tests 
developed for this study were more comprehensive than those regularly used by the 
researcher, but the greater detail was necessary in order to ensure a balance in the test 
sections that would permit the members of each treatment group to score well. 
The tests fell into three overall types and were common to both classes. For 
curriculum purposes they were considered to be part of the overall instructional 
program and the results were used for curriculum review and student reporting 
purposes as well as for the purposes of this study. To conform with the context and 
given the short amount of time per week the Japanese tests had to be able to be 
administered as a whole class and be able to be completed within the lesson time as 
well as allow for instruction of the other components of the syllabus. The Holbom test 
of English reading skills had a different context as will be described in Section 3.4.3. 
A major issue in the formulation of the tests was that the test indicate the level of 
success the students were experiencing at decoding or word reading and that the test 
not test writing. The 'long' test used a range of items that followed a multiple choice 
or 'make the match' format and avoided the writing of script. The 'short' test required 
the recall of the script and for it to be written down, so to a limited extent it 
unavoidably required the students to write discrete symbols although the students' 
ability to write whole words or sentences was not tested. 
The tests also had to allow for a range of responses from those students recalling or 
decoding almost nothing as well as those students who would perform quite well, so 
as to avoid a ceiling effect. Due to the repeated testing the test instruments had to be 
able to reflect the increasing repertoire of the class as a whole and be upgraded from 
iteration to iteration, as the formulation of a single test, administered as a pre-test and 
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post-test, would not have demonstrated the development of the class' recall of script in 
the detail that was being examined by the research question. The three tests and their 
implementation are discussed in sections 3.4.2.2 to 3.4.3 
3.4.2.1 Hiragana Acquisition Tests: Long Tests 
The 'long' test was administered four times, at three week intervals during the 
instructional period. Each time this test was presented it took account of the increasing 
hiragana repertoire of the students but retained the same format from iteration to 
iteration. Two versions were administered as the hiragana items taught in the two 
classes did not markedly overlap until near the end of the instruction. The two 
versions created for each iteration were as closely matched as possible. Iteration four 
was able to use the same version for both treatment groups but it was longer than the 
first three versions as it included two new question types (see Appendix F). 
The first three tests were broken into four sections, two of which matched the 
presentation of the symbols in the consonant-family treatment and two sections 
matching the presentation of the symbols in the word-based treatment. The tests also 
incorporated a comprehension component at the syllabic and the word level but were 
structured overall to favour neither treatment in particular. The fourth test had a fifth 
section which required word reading and writing using symbols with which both 
treatment groups were familiar. 
The first four sections of the 'long' test were modelled on tests and item types used in 
a study conducted by Grayson (1993) of the effect of using the pinyin script in the 
teaching of Chinese to primary school aged children. The test items were modified to 
account for the change in script and treatments but also took into account comments 
made by Grayson (1993) on the tests' effectiveness in providing feedback on student 
recall. The tests Grayson (1993) used incorporated the use of coloured pencils to circle 
levels of recognition as opposed to 'naming' of test items but he was unsatisfied with 
the reliability of this testing procedure so it was not used in the test series in this study. 
The Grayson (1993) test model was adopted for its range of items that allowed 
students to score in tasks that moved in cognitive complexity from sight recognition 
through discrimination and up to the decoding of whole words in script, as described 
below. 
In this study the long tests took twenty minutes to administer and were conducted in 
the students' own classroom under test conditions. The hiragana items used in the test 
changed as the symbol instruction progressed, thus increasing the overall range of 
symbols needing to be recalled by the students. The tests followed the format set out 
below each time they were presented, except for the last item which was included in 
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the final test only. Up until that time there were insufficient symbols available in the 
consonant-family treatment group's repertoire to generate authentic Japanese sentences 
that could be used to test comprehension. 
The reliability of these tests was maintained by making the type of response required 
as simple as possible and maintaining the same response type throughout the 
iterations. The tasks involved in the test replicated the types of activities conducted in 
the instructional sequence and became familiar to the students in both the classes, 
except for the word reading task in the consonant-family treatment group which was 
the fundamental point of difference in the two treatments, as described in section 3.2, 
thus maintaining the validity of the tests. In general the reliability and validity are 
considered to be at the same level as other teacher generated formative and summative 
tests conducted during a teaching unit. They conform to test types typically used to 
measure student performance during on-going assessment. 
The long test consisted of the following sections which increase in cognitive load from 
simple symbol discrimination through word recognition and up to sentence 
comprehension and writing: 
Section A Symbol discrimination (single symbol) Flash cards depicting a single 
symbol which had been taught to the treatment group were shown to students and 
they had to match each symbol with items on a sheet. This section had a 
consonant-family treatment bias due to each symbol being exposed as a single item 
without contextual support. 
Section B Symbol recognition (word) Flash cards were shown depicting a word 
written in hiragana with which the students were aurally familiar from use in the 
class during prior lessons. Students circled the matching English word on their test 
sheet from a choice of nine possibilities. The test did not use a word that was used 
to teach the scripts. This section was biased for the word-based treatment as there 
was contextual support from the neighbouring symbols and there was a possible 
word primacy effect. 
Section C Symbol identification. Students examined a matrix of symbols which 
included some to which they had been exposed in class, a few they had not yet met 
and some that were nonexistent. The latter were included to determine the students 
who had no idea and were guessing. The students circled the symbols they 
thought were familiar and then wrote the romaji alongside. This section had a 
symbol family treatment bias due to the symbols being written as discrete items 
without contextual support. 
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SectionD Decoding Test. Students linked a list of eight words in romaji with a 
list of five words written in hiragana. The words were not familiar to either group 
but included minimal pairs of consonant and vowel sound contrasts and similar 
looking hiragana. This item was included to determine the level of discrimination 
between hiragana items that had been developed when there was a limited 
contextual support from the adjacent symbols. This section was also biased toward 
the word-based treatment group due to the greater exposure to symbols depicted in 
words during instruction. 
In the fourth iteration of the test the following section was added as the increasing 
script comprehension permitted the reading of Children's Japanese Orthography (CJO) 
sentences by the students. 
Section E Reading comprehension. The students were required to read three 
questions which were familiar from their work in class but had not been 
previously presented in script form. Their first task was to transpose the 37 
hiragana symbols which made up the three sentences into romaji. The students 
then attempted to answer the questions using hiragana but they were permitted to 
use romaji if unable to complete the task in script. This section was also word-
based treatment biased for the same reason as Section D. 
3.4.2.2 Hiragana Acquisition Tests: 'Short' Tests 
Every Friday from week three of instruction the students wrote as many symbols as 
they could on a blank hiragana chart (see Appendix E). Ten tests were administered in 
all. The chart fill test was included as it provided weekly feedback on student progress 
to the teacher and to the students themselves. This test is consonant-family treatment 
biased as this treatment group were regularly exposed to symbol instruction in this 
format. 
3.4.2.3 Test Implementation and Data Collection Procedures 
The 'long' test was administered first with each student receiving a test paper 
consisting of a single A4 sheet, printed on one side (see Appendix F). 
Section A Single symbol discrimination. Eight flash cards were exposed in tum 
for four seconds to the class. The students then circled on the test sheet the symbol 
they thought they saw. 
Section B Multiple symbol (word) recognition. Five flash cards were each 
exposed for seven seconds depicting a word written in hiragana with which the 
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students were aurally familiar. Students circled the matching English word on their 
test sheet from a choice of nine possibilities. 
Section C Symbol identification. The students had five minutes to circle the 
symbols they thought were familiar and write the romaji reading beneath. 
SectionD Word decoding. The students linked a list of words in romaji with a 
list of words written in hiragana by ruling or drawing a line between items in the 
first column and items in the second column. The students were given three 
minutes to make the links. 
Section E Reading comprehension. The students had five minutes to transpose 
three sentences into romaji placing each syllable in its own box. They then 
answered each question using hiragana but they were permitted to use romaji if 
unable to complete the task in script. 
The students who finished each section quickly were requested not to begin other 
sections in order that the timing was kept the same for everybody. 
Once the 'long' test completion time was finished, the students' response sheets were 
collected and the test sheets for the short test were handed out. The students were 
initially given five minutes to complete the task but the time allowed increased to ten 
minutes as more writing became necessary. The same length of time was allowed in 
each treatment group. When 'time' was called test papers were collected and the class 
resumed its routine non script language learning tasks. 
3.4.3 English Word Skill Test 
The English word skills test was not conducted as a part of the study but, as the data 
existed in the school, the study made use of it. All students in the year six cohort were 
tested individually by one teacher (not the researcher) over a series of days at the 
beginning of the school year. This testing is done as a routine annual task at this 
school in order to monitor student progress and to identify those students requiring 
further intervention and support. All students in the school are routinely tested and all 
but one of the year six students in this study participated. 
The school routinely uses the 'Holbom Reading Scale' (Holbom, 1948) to ascertain 
the reading age of the students in the upper school. The Holbom is used for children 
who test above a reading age of nine. The test requires the pupil to read out loud a 
series of sentences on the test sheet. The tester prompts the student on any unknown 
words until a total of four words are unable to be read aloud. The figure next to the 
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sentence in which the fourth prompt is made indicates the reading age in months, as 
established by the commercial producers of the test . 
This test is used due to its brevity, ease of administration and ability to reliably assess 
the reading age of students. The teachers' assessments of the students' facility at 
reading relative to that of their fellow students in the day to day classroom confirms 
the class ranking determined by the Holborn test. However it makes a rather 
rudimentary assessment tool and is used unchanged from year to year. This repetition, 
coupled with the variation to normal school routine that is necessitated by the student 
being withdrawn from lessons to undertake it, could mean that an artificial 
enhancement of student performance occurs. 
The results from this test were used to rank the students on their Ll decoding ability, 
from which the selection of students for the Focus Group Interviews were made. This 
selection is presented in detail in section 3.5.1.1 below. In order to make this 
informant selection an assumption of this study was that a range of student abilities in 
the Ll reading test would correspond to a range of abilities in the L2 decoding task. 
3.4.4 Scoring the Tests 
At the completion of testing in each class the long test papers were marked against a 
template indicating the correct answers. The resulting scores were recorded in the 
grade book as a raw score for each test section and the total score as a percentage. For 
students who were absent the score was left as a blank as no attempt was made to do 
follow up testing due to tight timetabling. Also there was a concern that testing in the 
following week when the student returned to school would then be too far removed 
from the date the other students took the test and the result would be inconsistent with 
those of the other students. 
The 'short' test was marked soon after the test ended. Four marks were entered on the 
answer sheet. The first mark was the number of correct symbols entered by the 
student in the correct place on the chart. The next mark indicated the number of 
correctly drawn symbols but placed incorrectly on the chart. The third mark indicated 
the number of untaught symbols that each student had written correctly in the correct 
place and the last mark indicated the number of untaught symbols that the student had 
written but had entered in the wrong location on the matrix. The reason for recording 
all four marks was for quick feedback to the students as many of them were competing 
with one another and with themselves to improve their weekly score. The scores were 
left as raw scores and not converted to percentages. 
- 61 -
The word-based treatment group were receiving instruction in symbols from various 
positions on the chart matrix. Some students, through careful observation and 
interpolation, were able to predict the formation of some of the symbols on the matrix 
even though they had not been formally taught at the time of the test. The consonant-
family treatment group, while not exposed to as wide a range of symbols as the word-
based treatment group, did contain some individuals who were studying groups of 
symbols ahead of the rest of the class. The researcher did not intend to mark this test 
in this detailed way but instituted the practice in order to provide the feedback to the 
students who were showing self study initiative. There was a ceiling effect to this 
anticipatory behaviour due to the finite number of symbols and eventually formal 
instruction caught up with the students studying ahead. By the end of the treatment 
there were few 'untaught' symbols that could be included in the last two marking 
categories. 
Depending upon the statistical analysis used, data missing due to student absence was 
supplied using the arithmetic mean score for the category in which the cell lay, or in 
cases where the absences were frequent the student's data were dropped from the test 
analysis (Dunbar, 1998). Scores achieved by 'new' students were ignored if they 
were not present from the beginning of the course of instruction. One student left the 
school during the course and several were absent on testing days. 
3.4.5 Statistical Analyses 
In order to examine the developmental process in action, the results of each iteration of 
the two tests were recorded and the scores in each test section converted to mean 
scores. Using a spreadsheet program these scores were charted over the duration of 
the treatment and the resulting graphs and tables are discussed in Chapter Four. 
The quantitative aspect of the study is predicated upon a comparison of each of the 
scores on the final test following two treatment conditions. The question of whether 
the effect of word-based treatment differed in efficacy from that of the consonant-
family treatment was translated into a question about the effects of those treatments on 
the two groups and therefore on the final hiragana test, so a 't-test' for treatment 
effects was conducted on the scores achieved on Sections A to E of the 'long' test. In 
Section E, the transposition of the hiragana into romaji only was used in the totals. 
The results for this test are presented in Chapter Four. 
As illustrated in the spread of scores recorded in the Holbom test the students have 
varying degrees of competence in word attack skills, decoding and reading in their Ll. 
As the students were unable to be randomly assigned to treatment groups a second 't-
test' for difference between two independent means was used to check the similarity of 
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the two groups using the data from the Ll word skills test (Bruning & Kintz, 1987) 
and the F test was used to determine the variance-ratio (Robson, 1983). The results of 
these tests are reported and discussed in Chapter Four. 
To conduct these tests the chronological age in months at the time of Ll testing in term 
one was subtracted from the reading age in months, as determined by the Holborn 
test, and then scaled by adding 35 to each score in order that the difference in the two 
'ages' be a positive integer for each student. The 't-test' was conducted using the 
resulting values. All means were calculated using Microsoft Excel or ClarisWorks 
spreadsheets. The 't-test' was conducted using handbooks on a computer using Excel 
software. 
3.5 Qualitative Aspects 
While testing can provide snapshots of the students' recall of particular items, the 
processes by which the students have mastered those items cannot be discerned within 
aggregated marks and class means. Insights into these processes were gained through 
the use of qualitative data gathering techniques that comprised of Focus Group 
Interviews, and Anecdotal Note Taking. In section 3.5.1 the Focus Group Interview 
technique used in the study is presented, together with an outline of the participants, a 
discussion of issues that arose using this technique and a description of the analysis 
that was used on the transcripts. Section 3.5.2 turns to the second qualitative data 
gathering technique; Anecdotal Note Taking. This section discusses the technique and 
the procedures used, the problems encountered in the study and the manner in which 
the notes were analysed and used. 
3. 5 .1 Focus Group Interviews 
Marriott, Neustupny and Spence-Brown (1993, p. 57) state that current teaching 
methodology sees 
the learner as an active and creative agent who is responsible for much 
of the acquisition which takes place while the teacher is applying a 
number of 'teacher strategies' to assist the acquisition process. 
Developing 'learning how to learn' strategies in order to become a more successful 
'agent' is one of the goals of language learning of the Queensland LOTE syllabus 
(Queensland School Curriculum Council, 2000). One of the objectives of this study is 
the elucidation of the strategies that students, 'as active and creative agents', use when 
they are learning script and the responses they have to the strategies used by the 
teacher. To gather these responses the study used a series of focus group interviews 
(FGI). 
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Russell (19%) has used the technique to assess the current levels of understanding of 
students in order to make a needs analysis before preparing instrnctional materials. 
She uses this technique, adapted from a technique originally used in the market 
research industry, because of the synergy that occurs between the informants. Merton, 
Fiske and Kendall (in Lederman, 1990, p. 117) assert that FGI were first developed to 
provide the 'why' behind the results in large opinion surveys and polls. 
The adaptation that Russell made to the market research focus group technique was 
employed in this study (See protocols at Appendix D), and involved the moderator 
speaking for several minutes at the beginning of the discussion to outline the area of 
the proposed discussion but without indicating personal bias and without asking 
questions. The moderator then sits out of the group and takes notes and makes no 
further comment. In the market research sense of FGI, moderators guide the 
discussions and are active participants throughout the sessions. Lederman (1990) 
states that FGI use in all areas of social research has widened over the last thirty years 
since its first development by Merton, Fiske and Kendall in the mid 1950s. Use of the 
technique has also included L2 studies. Frerch and Kaspar (1987) for example, report 
studies that used the group discussion technique to document students' emotionally 
relevant experiences with L2. 
Lederman (1990) notes that the basic prerequisite of all permutations of FGI is that the 
informants be from a pool of subjects with a common experience. It is this experience 
that establishes a rapport between the participants and which then promotes a greater 
depth of response than is available from polling or individual interview. In effect, 
Lederman posits (1990), 'the group provides a synergy which results in more than the 
sum total of what individuals alone could create'. 
Lederman (1990, p. 119) identifies three advantages to the FGI procedure. The first is 
the sense of comfort provided by the safe atmosphere engendered by being 
interviewed in a group. This leads to richer and deeper data and a greater honesty by 
the participants, and creates a situation where the participants are more willing to make 
socially unacceptable statements. 
The second advantage is the efficacy of the technique, as large amounts of data can be 
obtained from a number of respondents at the same time and to a richer level than is 
possible in one-on-one situations. Russell (1996, p. 35) expands on this comment 
stating that FGI discussions 'elicit understandings and concerns shared by all 
members of the group as well as by one or two individuals'. 
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Thirdly the FGI technique provides data concerning the interactions between the 
informants such as the degree to which certain ideas voiced by group members are 
subscribed to by others in the group. These data are unavailable in other techniques. 
Grotjahn (1987) comments that the gathering of informant data by other commonly 
used techniques can pose methodological problems. Questionnaires can narrow the 
focus of the responses and predetermine the respondents to a narrow range of 
researcher devised answers, while open ended questioning can fail to provide the 
responses that the researcher can use and lead to superficial data. 
For these reasons, the synergetic FGI technique was selected for this study as it 
provided a relatively unstructured context for responses that allowed the students a 
natural level of interaction and permitted a wide range of responses. The technique 
allowed the facilitator to provide the focus for the discussion but then the informants 
themselves initiated each other's responses with no further facilitator direction. 
Analysis of the data from the focus group interviews can be made in four ways 
depending on the purpose to which the data are to be put (Lederman, 1990). The data 
can be coded into predetermined categories; the data itself can be used as the basis for 
categories which emerge from them; the researcher can use the data as the basis for 
summary statements which attempt to capture the essence of the discussions; or the 
data can be interpreted through some intensive analytic technique. This study used 
both predetermined categories and categories that arose at the time that the transcript 
was analysed. Due to recording equipment error, general summaries had to be resorted 
to in two instances which were then used to contribute to the category data. 
3.5.1.1 Participants in the Focus Group Interviews 
The focus groups were composed of one group of girls and one group of boys from 
each treatment group making four groups. Separation by gender is highly 
recommended by Russell (1996, p. 114) who from her experience states that 'groups 
work best if they are homogenous in age and sex'. The students were selected on the 
basis of the Holborn Ll word skills test which assigns a reading age in months and 
then determines the number of months above or below the chronological age for each 
student (See class results at Appendix C). It was this differential age that was used to 
rank the students' reading ability as a student reading well ahead of the class mean 
reading age is deemed to be a better reader than a student reading below the mean 
reading age for the class. The Ll test was used to determine the group composition by 
gauging the general or background reading ability of the students in each class in an 
objective manner. A spread in Ll reading ability was sought so as to obtain responses 
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from informants who were potentially able at hiragana decoding as well as from those 
who may have more difficulty. 
Group Word-Based Treatment Consonant-Family Treatment 
Boys Girls Boys Girls 
Whole Group 
Mean by Gender 15 10.7 18 22 
N di ff N di ff N di ff N di ff 
1 7 8 5 12.4 5 17.6 6 14.7 
FGI .............................. ................................... 0 . ................................... .......................... 0 ............. 
Iteration 2 5 6.6 4 9.5 4 11.8 7 15.7 
.............................. ............ ouo ................... •••••••••••n•ooo•o•ooouu•••••U ......................................... 
3 6 11.3 4 9.5 6 17.5 7 15.7 
N = number of students participating in each FGI group 
diff =mean of assessed reading age minus chronological age for each iteration of the FGI 
Table 3.2 Composition of focus groups: mean difference in reading age minus chronological 
age. 
Invited to join each FGI group were two students who scored at the upper end of the 
range of results in each class, two from mid-range and two from the lower end of the 
range for a total of six students in each of the four groups. The very highest scoring 
student and the very lowest scoring student in each class were not invited so as to 
avoid the extremes of variation and make each focus group more similar in 
composition (Lederman, 1990). 
As it transpired, some of the children invited to participate in the FGI turned down the 
opportunity and alternate students of a similar level of assessed Ll reading age were 
invited, in order to maintain the range of participants. On the interview days some 
children were absent and two of the interviews were conducted with only four 
participants. On the other hand some students decided to participate after all and so 
there were at times seven respondents. Table 3.2 lists the difference in months 
between the chronological age and the ascribed reading age of the groups as a whole 
when divided by gender, the number of participants in each interview and the mean 
reading age minus chronological age difference of each gender in each class. 
Due to the deliberate sampling selection from each class the FGI group means are all 
lower than the class means except for the word-based treatment girls' first interview. 
In both classes the number of students of both genders scoring above their 
chronological age was greater than those scoring below. However the selection of 
informants for participation in the FGI deliberately sought to also represent students 
with lower Ll reading skills and this policy reduced the mean difference in reading 
age. 
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Comparison with class of origin is a less important factor than that the informant 
groups were not too dissimilar to each other. Of the group of students in each class 
who were assessed as having a reading age lower than their chronological age, the 
three girls in the word-based FGI group 1 had a mean score of -18 whereas the 
consonant-family treatment group had only one girl who achieved a score of -17 in 
this iteration. This meant that the FGI would involve a group of girls with a higher 
range of scores in the consonant-family group. Conversely the mean scores for the 
four groups when examining the mean scores of the students rating a reading age older 
than their chronological age are higher than in the word-based treatment girls group. 
These scores are listed in Table 3.3 . 
Group Word Based-Treatment Consonant-Family Treatment 
Reading Age Below 
Chronological Age 
Reading Age Above 
Chronological Age 
Boys 
N di ff 
4 -7.5 
_. ............................ 
11 24.4 
Girls Boys 
N di ff N diff 
3 -18 3 -8.3 
,.,uouooo•Ooonooo•••n•non••• ••••••••••••••••••••••oooo•••onoon•••• 
7 18.9 10 25.7 
N = number of students, grouped by assessed reading age 
Girls 
N di ff 
1 -17 
...................................... 0 •• 
10 26.2 
diff = mean of assessed reading age minus chronological age for each sub-group 
Table 3.3 Means of difference in reading age minus chronological age grouped by treatment 
group and gender. 
The mean score for the girls in the word-based treatment group is lower than the other 
three subgroups when comparing the groups who achieved a reading age score above 
their chronological age and when comparing those students who were assessed as 
reading below their chronological age. The variation in the make up of the FGis from 
session to session and the small pool of subjects from which these students were 
drawn accounts for the variation in FGI group means and this variation is not of 
fundamental importance to the data collected as there are many other factors at work in 
the interview beyond that of assessed LI linguistic skills. 
3.S.1.2 Problems with Focus Group Techniques 
As the informants in the FGI are reflecting on their study habits and on their prior 
experience, the technique is an example of retrospective data collection. Retrospective 
data generally has been criticised for a lack of reliability (Poulisse, Bongrerts, & 
Kellerman, 1987). The main points of objection cited are that FGI data are incomplete, 
inaccurate and affected by researcher bias. Furthermore, in the situation where the 
informant knows that retrospective data is going to be polled, their performance in the 
task will be influenced. However, Ericsson and Simon (1987) state that retrospective 
data can be considered a reliable source provided six conditions are met: 
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• data collection is conducted immediately after the task when memory is fresh 
0 informants are provided with contextual information to activate their memories 
• information asked for is directly retrievable (concerned with processes heeded to in 
task performance) to avoid the generation of responses based on inferencing and 
generalisations 
• information asked for relates to specific problems or situations 
• leading questions are not asked 
• no forewarning of informants that retrospective data will be invited prior to task 
The use of FGI in this study as the retrospective elicitation technique ensured these six 
conditions were largely satisfied, thus safeguarding the reliability of the data collected. 
Frerch and Kaspar (1987) reiterate the point made by Ericsson and Simon (1987), that 
the first major factor controlling the quality of the data collected by retrospective 
techniques, and therefore FGis, is the time interval between the students' experience 
of the activity and the point at which the focus group is held. A short interval is better 
in order to access the short term memory traces of the learning activity and avoid 
conflation of the activity with the overall learning process. 
Ericsson and Simon (1987) state that delay causes more 'generalised abstractions' 
rather than genuine memories of specific processes, an idea supported by 
Zimmermann and Schneider (1987, p. 178), who comment that early retrospection 
produces data related to 'strategies' while later retrospection gives rise to 
'metalinguistic statements'. Informant data at this level are accepted and, in fact, are 
what is being sought by the FGI technique as it was the groups' responses to the two 
treatments that were being investigated, not a think aloud account of the cognitive 
process each student was utilising. Any individualised strategies that were recalled 
however did provide insights into responses to the treatments at the informant level. 
Data collection at this level is supported by Cohen ( 1987, p. 88) who states that 
introspective techniques are more useful 
as a source of information on how language learners use what they have 
learned and not as a means of describing how the systems responsible 
for interlanguage performance become internalised. 
Cohen suggests that students are not aware of the strategies that they use although it 
was hoped that the FGI technique would spark some level of informant introspection 
while they were in progress. 
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With regard to timing, Cohen ( 1987) asserts that the bulk of the forgetting takes place 
immediately after the mental event so data taken from immediate retrospection may be 
only slightly more complete than data from more delayed retrospection. To facilitate 
recall, the focus groups were held on the same day or the next day after the script 
lesson. Changes in class schedules meant one of the interviews was forced to be held 
in the following week (week seven) to allow enough time for the interview. 
A second major factor with this type of data collection is that there exists a pre-existing 
relationship between the informants and the researcher and among the informants 
themselves and this can have an impact on the data collected (Frerch & Kaspar, 1987). 
These relationships had to be taken into account in the discussion and usually took the 
form of attempts to co-opt the facilitator into the discussion or to enter into 'insider' 
types of joking, comments and put downs. 
The students in the study were well known to one another and to the teacher. The 
students' patterns of social interactions between fellow group members outside of the 
FGI interactions were known and potential areas of conflict were closely monitored. 
The first FGI was held in week one and although the students were asked to discuss 
their experience of hiragana learning to that point there was a great deal of discussion 
about language learning and Japanese in general and few comments about the 
acquisition task itself were made. This session overcame the novelty of these 
interviews and also served as informant training (Frerch & Kaspar, 1987) as later 
interviews were more constrained in topic matter and the informants were generally 
more self disciplined. 
A third issue in the use of focus groups is the effect that participation in group 
discussion has on the informants' language learning. Due to the need for prior parental 
approval for the students participating in the Focus Group Interviews several of the 
students in each class were informed that the study was examining methodologies as 
the request for consent letter did mention that two methodologies were being 
compared. This letter was addressed to the parents and for ethical reasons the need for 
informed consent was unavoidable. During the first FGI some of the participants did 
ask the researcher what the interviews were for and they were referred to the FGI 
preamble which informed them that the discussion was for gathering information on 
how they learned hiragana. 
The protocol used was similar in format for each stage in the sequence of instruction 
but was adjusted to allow for the development in the students' experience. It included 
both positive and negative aspects of the subject under discussion and avoided the 
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asking of direct questions (Russell, 1996). The monologues (see Appendix D) were 
read at the start of each interview to orientate the students without delimiting the 
responses. 
Apart from this general description, the informants were not told that they were going 
to be participating in the focus group activity until after the lesson sequence had 
concluded and they were not forewarned of participation in future focus groups. The 
issue of participation having an effect on information provided was therefore 
somewhat controlled (Frerch & Kaspar, 1987). In reality, as negotiations of optimal 
times were undertaken some groups knew that they had interviews scheduled but this 
occurred later in the sequence and the novelty value had diminished by this stage. 
From student comments made, it can be inf erred that the students had been thinking 
about the processes and strategies used to learn hiragana as their initial responses 
seemed rehearsed when uttering them at the interview. However the ensuing 
interactions between the informants became more spontaneous and insightful. 
Ericsson and Simon (1987) state that retrospective data gathering is often used, as in 
this study, to identify the general strategies or procedures used by subjects in 
performing the experimental tasks. Subjects are asked to describe how they complete 
tasks with the implicit assumption that the subjects relied on a single strategy 
throughout the experiment and that they are able to recall that strategy. Ericsson and 
Simon (1987, p. 46) state that 
there is considerable evidence that subjects' cognitive processes change 
during the experiment as a function of practice, and different cognitive 
processes and methods are used for problems in the same task domain. 
By repeating the focus group discussions over the length of the study the change in 
student understandings and responses to the task was monitored by recording the 
details of the changes that took place in their strategies over time as they were 
happening. While allowing for specific differences in informants' strategies, the focus 
groups also prompted informants for alternate strategies they could then apply if they 
thought they were useful. 
With regard to the Hawthorne Effects, the FGis were a divergence from usual class 
procedure and involved special attention from their teacher. However, the interviews 
were conducted outside the usual class times and involved sub-groups of students 
5 The Hawthorne Effect derives from industrial psychology and is defined as an initial improvement in 
performance following a newly introduced change. The increased performance is brought about by the 
worker's perceived interest by managment in what the worker does or thinks, as separate from any 
other incentive. 
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from both treatment groups. At the class level the impact on the instruction was 
balanced for both groups. On the individual level, as these interviews became routine 
for the participants they became 'one of the things we do' and had little apparent effect 
on the attitudes of the participants to the instruction or to the subject as evidenced by 
their responses during the interviews. 
The interviews were conducted in the students' classrooms to provide a naturalistic 
setting and were held as soon after the script instruction lessons as possible with 
minimal disruption to other lessons or students. The four different groups of subjects 
were intended to be rotated so as to control for the effects of sequencing on the 
subjects and the researcher but in fact occurrences such as student meetings and sports 
events dictated the sequence and led to an unpredictability or random sequencing of its 
own as interview order was not arranged until the day of the event depending on the 
optimal availability of the students. As stated earlier, all interviews but one were held 
within a two day period. 
A final problem with the FGI component of the study was that with the interviews 
phased over a long period of time the composition of the four groups changed slightly 
on each iteration due to student absence. In this setting it is not possible to enforce 
attendance or to anticipate it and, due to time constraints, the FGI were held regardless 
of the numbers present. While each group was ideally composed of six members, two 
occurrences of four members were recorded although a complement of five or six 
students was most common. The presence or absence of a particular individual had an 
effect on the discussion and the qualitative effect of the change in participants was 
unknown. However, the synergy of the discussion in any particular interview 
remained, as evidenced by the level of interaction and enthusiasm of the participants. 
It is important to note that these students did not consider themselves to be in a data 
gathering research exercise that would finish at the end of twelve weeks, but that they 
were commenting on an activity that they would be participating in over the rest of the 
year and for their time in Year seven at least. This attitude was evidenced by the many 
global statements that the informants in both treatment groups made regarding the 
Japanese learning experience in general and the impact that learning Japanese might 
make in their lives later in life. 
3.5.1.3 Analysis of FGI Data 
This study was particularly looking for comments on the techniques utilised by the 
students to remember the hiragana script and consequently had the strategies Bourke 
(1997) identified in mind when coding the transcripts. The facilitating introductory 
speech provided some focus as to range of comment but the content was left to the 
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informants, so additional categories used to code the data emerged at the end of the 
study during the analysis of the transcripts. 
Once the focus group tapes were transcribed by the researcher, the completed 
transcripts were analysed and any comments pertaining to the eleven recall strategies 
and three management learning strategies Bourke (1997) identified were copied onto 
slips of paper and colour coded by speaker, treatment group and gender. A further 
four general categories were extracted from the transcripts, corresponding to the other 
aspects of the research question. These related to comments on the attitudes to the 
general instructional experience and activities; attitude to the experience of learning 
hiragana, comments concerning the students' motivation for learning to decode 
hiragana, and specific mentions of memory or recall of the symbols. These were 
categorised as either favourable or unfavourable mentions and in some instances there 
were neutral codes due to the comment being neither strongly one way or the other. 
These slips were then collated and tabulated according to treatment group, iteration of 
the FGI group and gender in order to discern possible trends and interactions between 
these three variables. The anecdotal notes made during the FGis were also re-read at 
this time in order to put the transcripts into perspective on the data that may have been 
missed in the transcription. Secondly, the slips were analysed according to the various 
sub-categories into which the comments had been divided to determine, for example, 
whether there were any trends in the kinds of study strategies made by either of the 
treatment groups. The analysis was not used to generate statistics (Lederman, 1990), 
as statistical analysis is based on assumptions about levels of reliability and validity 
that were not appropriate to this data collection method. 
The third step was to compare the resulting tabulations with the quantitative student 
data to see whether there was a relationship between the two sets of data, for example, 
to investigate possible relationships between responses regarding successful strategy 
use from the FGI informants when they have been performing well on tests. 
3.S.2 Anecdotal Note Taking 
Observational records in the form of anecdotal note taking as a technique for 
introspective data gathering is another form of delayed retrospection (Frerch & 
Kaspar, 1987) in that the recorded material is not a transcription of real time events in 
class but a summary made at some point after the event, in this case by the researcher 
reflecting on the process in which he is engaged. The researcher is not only interested 
in the data collected from students, but the teacher/researcher as observer is in a special 
position to record details of what takes place in the classroom during the script 
instruction lessons. 
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All styles of note raking include comments that fall into three categories; substantive 
notes, methodological notes and analytic notes. The note taker may separate these as 
they are made or may move from one style to the next and make a memo as to the 
entry type (Burgess, 1982b). 
Substantive notes form the content of the observations and include the details of the 
participants, the context, the time and place and the interactions that take place in great 
detail. The methodological notes are the observer's comments about the process. They 
may also self-reflect on the impressions and attitudes that may be colouring the 
observations. Also these notes will include comments on the selection of the 
informants and the nature of the interactions between the informants and the 
researcher. 
The analytic notes provide a degree of circularity to the investigation. Here the 
observer records the ongoing analysis that then feeds into subsequent observations. 
These notes may take the form of questions and comments regarding the substantive 
data and include ideas for further exploration and development. 
3.5.2.1 Problems with Anecdotal Note Taking 
Participant observation by teachers in classrooms has several problematic dimensions. 
The teacher's primary concern is on the development of the students' knowledge and 
skills and the participant observer role is secondary. This can lead to some difficulty 
with objectivity and time constraints on the taking of notes. 
Burgess (1982b, p. 193) comments that it is 
essential that all notes made in the field be maintained systematically, as 
the record of field experiences are the detail out of which theoretical, 
methodological and substantive discussions are made. 
The field notes contribute to the discussions which are then integrated with the other 
data collected, and used in the research report. The systematic keeping of notes within 
the setting was challenging, as was the maintaining of the records over the length of 
the treatment. In a teaching timetable finding the physical and mental space to routinely 
enter notes of more than a rudimentary nature in any of the categories listed above was 
also a challenge. 
Overcoming these problems by supplementing personal note taking with the use of 
tape or video recordings may impact on the context by distorting the interactions being 
observed or recorded due to participant self consciousness. Video and audio tapes 
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record only a section of the interactions taking place and the data needs to be 
transcribed quickly to provide the circularity in the investigation and for ongoing 
analysis (Burgess, l 982b ). Both these issues are problematical. 
3.5.2.2 Implementation of Anecdotal Note Taking 
To take substantive notes the researcher carried a pencil and notebook into each lesson 
to record the questions the students raised and the responses that were made. As the 
students worked quietly during the script instruction lessons or during the tests, 
occasions arose when it was possible to record these questions and responses, at both 
the articulated and the affective levels. These affective responses comprised the 
methodological notes and were denoted by beginning 'o/c' indicating an observer 
comment or thought. The diary responses were reviewed frequently in order to keep in 
mind the interactions and monitor the researcher's affective responses concerning the 
instruction and testing activities taking place in the classrooms in order to make 
adjustments to the instructional sequence and to prevent blurring of the two 
methodologies. 
Of special interest were the students' responses during the early weeks of instruction 
when the script still held novelty and the instructional procedure had not yet become 
routine. At this time there were occasional student comments in response to this 
novelty and comments regarding the challenge of mastering the new material. It was 
also these affective responses that the notebook sought to record. These kinds of 
comments diminished in frequency as the classes progressed and the various phases of 
symbol instruction became routine both for the researcher and the students. 
It was envisaged that the notetaking would be maintained throughout the teaching 
sequence. This became revised to an anecdotal record of the problems and delays 
encountered at the commencement of the instructional sequence and a careful record of 
what was covered in each of the first three hiragana lessons and the first 'long' test. 
The record was not consistently kept and substantive notes decreased as the 
instructional sequence progressed due to the difficulties of making retrospective 
comments while classroom teaching, a decline in the questions and comments of the 
students and from the researcher. 
Towards the end of the instructional sequence notes of a methodological nature 
became more frequent as the researcher reflected on the significance for hiragana 
mastery of the two treatments and made notes on how final sessions were to be 
conducted. As the lesson sequence detailed in Appendix B and the testing schedule 
were closely followed and lessons became routine for both teacher and students there 
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was a general reduction in questions about hiragana learning. This decline tracks the 
transition of the hiragana study experience from novelty to mundane classroom habit. 
Apart from the notes made during the lessons, two other kinds of notes were made. 
Firstly, notes were also made of an analytical and methodological (Burgess, 1982b) 
nature at the completion of marking the 'long' tests. These notes arose from patterns 
of scoring that became apparent. Secondly, extensive notes of a substantive nature 
were made during the FGis as a back up and guide to the tape recording and these 
included entries regarding context, date and participants. These notes together with 
those made in the lessons were used to inform the ongoing instruction and to record 
questions and ideas for later analysis. 
3.5.2.3 Analysis of Notebook Entries 
The substantive, methodological and analytical notes made during the lessons and the 
notes made following the test marking were re-read several times during the 
integration of the quantitative and qualitative data, to reacquaint the researcher with the 
context of instruction and the mood of the classes as the treatments progressed. Also 
noted were the methodological and analytical (Burgess, 1982b) questions posed at the 
time of the test marking and at various points during the instructional sequence. While 
these notes did not form a major part of the data gathered, they served to inform and 
corroborate the analyses made of the data from other sources. 
3.6 Methodological Assumptions 
There are a number of assumptions upon which the methodology for this study has 
been based. The most basic of these is that the study was being conducted in a real 
school context and that the first responsibility was to deliver instruction that would 
allow all the students to perform to their best abilities. As stated above, a fundamental 
assumption was that the two classes were essentially similar in composition, 
containing students of similar abilities 
Based on this premise, the testing and interviewing protocols were established in such 
a way as to conform to as near to usual school procedure as possible. This meant 
avoiding the incorporation into the study of tests or activities that would not have been 
used otherwise, such as videotaping some of the lessons or making use of alternate 
commercial tests that may have produced more accurate assessments of Ll reading 
ability. The FGis did break with school routine, but as these were held with small 
groups of willing participants outside of class time, it was reasoned that possible 
effects were diminished. 
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A further assumption made at the time of preparing the testing instruments was that the 
students in the two classes would not be able to write extended self generated 
sentences in the hiragana script as this would assume an overall competency not 
possible at this stage in their language study. However, the participants would be 
expected to be able to use the script with enough skill to be able to record teaching 
material from the white board, confidently read tightly scaffolded materials written in 
Children's Japanese Orthography and compose short sentences by following simple 
teacher models. On this basis the tests were constrained to a very simple format in 
order to allow all students to perfom1 at their best. 
The researcher had taught hiragana using the consonant-family model for five years 
prior to the study and piloted the use of the Word-Based treatment in the year before 
the study. The testing instruments had been used to measure script acquisition for one 
year with the cohort of year six students in the year before this data was collected. 
Chapter Three has detailed the measures used in the study and their theoretical 
underpinnings, outlined the ways in which they were used and described the context 
in which the study took place. The study recorded student progress over a twelve 
week period and compared these data with interviews conducted with subgroups of 
students from each class. The study was undertaken to explore the processes that the 
students used to explain their performance on the task and to elucidate the factors that 
may have produced the scores. Given the range of factors potentially having an impact 
on the hiragana course, the study is designed to acknowledge and to obtain 
information on those factors, while maintaining a course of instruction that mimicked 
courses conducted by the researcher in previous years. 
While the scaffolding of the instruction in the two classes was predetermined, student 
performance was unpredictable and of interest. The null hypothesis stated in Chapter 
One is that there will be no significantly greater hiragana skill demonstrated in one of 
the classes as a result of the different sequencing. 
Data were collected throughout the hiragana course as the students' responses 
changed as a result of their history and experience within the course. The tests 
provided a treatment group view of the impact of teaching methodology on symbol 
retention rate and success in the task. Furthermore the repeated tests and interviews 
recorded the rate of increase in student performance and the possible divergence in the 
performance of the two groups tracking the development of the students' reading skill 
as the development occurred. 
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Chapter Four presents the results of the tests and summarises the data from the Focus 
Group Interviews. In later sections of the chapter these two groups of findings are 
interrelated and discussed. The implications of these results on teaching practice and 
proposals for further research are presented in Chapter Five. 
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CHAPfER4 
Results 
I'm glad there's not a million of them because, like, it would be 
pretty hard remembering them all. (female student) 
Introduction to Chapter Four. 
This chapter sets out the results of the data collection, presenting first the results of the 
quantitative data gathering procedures, then the qualitative data, and then interrelating 
the two. Where applicable the researcher's notes from the anecdotal record are 
included. The juxtaposing of the two data sets was undertaken to investigate whether 
there was some interaction between the claimed students' learning strategies, attitudes 
and motivation, and each treatment groups' achievement in the tests. As the interviews 
took place soon after the testing it was natural that the students commented on the tests 
and these comments are reviewed in this section. 
4.1 Quantitative Findings 
4.1 1 Holborn Test of Word Skills 
The data generated by the Holbom test consisted of a score for each student termed 
'reading age'. This score was the number of months above or below the chronological 
age of the student at the time of the test. These scores were scaled by adding 35 to 
each in order that all the scores become positive integers. The data before scaling is 
listed for the two treatment groups in Appendix C. 
Ireatment n m5'an SD t valu5' t critical 
Word-Based 25 46.8 20.7 1.58 2.021 
Consonant-Family 24 54.9 17.l 
df=47 p;;:: .05 
Table 4.1 Means, Standard Deviations and t-values: Comparisons of Word-Based and 
Consonant-Family treatment group scores on the Holbom Reading Scale. 
Equivalence of the two classes was verified by t-test using the Ll reading skills data 
and the results are summarised in Table 4.1. The two treatment groups were not 
significantly different from one another (p;?:0.05) although the Consonant-Family (CF) 
treatment group did have a higher mean reading age indicating a trend towards a higher 
reading age in this group of students. If the scaling is removed from the mean (35 
months subtracted from the two means in column three of Table 4.1) the 8.1 months 
difference in the means of the two groups is almost equivalent to the mean of the 
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Word-Based (WB) group. While this difference in scores was not statistically 
significant the CF treatment group's higher LI reading age may have been one of the 
contributing variables to the group's better performance in the L2 tests described 
below. 
4.1.2 'Long' Test Results 
Sections A to E of the 'long' test were scored separately and the means determined for 
each treatment group in each section of the test. The results for each test section are 
discussed in detail below. 
4.1.2.1 Section A: Symbol Discrimination 
The task in Section A was easily performed by the students in both treatment groups. 
Iteration Word-Based Tmt Consonant-Family Tmt 
Test 1 7.96 7.91 
Test2 7.96 7.96 
Test3 8 8 
Test4 7.7 7.84 
Table4.2 Mean scores for Section A of the Long Test for each treatment group. 
As depicted in Table 4.2, the students had no difficulty picking the eight symbols 
depicted on the flash cards from the selection of symbols on their answer sheets. 
Errors made could have been a result of the implementation such as a poor view of the 
flashcards or difficulty with looking at the card held up at the front of the class and 
then looking down at the test paper. There were two instances of a six score and four 
instances of a seven score in the WB group across the four iterations but 93 .5% of the 
test takers scored perfect scores. In the CF group there was one six score and six 
instances of a seven score but 92.9% of the test takers achieved perfect scores across 
the four tests. 
Section A of the test demonstrated that the students in each group quickly developed 
the ability to visually discriminate between symbols and the students in both groups 
scored very highly. 
4.1.2.2 Section B: Word Recognition 
This test evidently posed a greater challenge to the students in both groups as the 
means were lower than those obtained in Section A; close to perfect for Section A as 
opposed to 60% to 70% for Section B. This result may have been due to the task 
requiring a response at two levels, recognising and decoding the component symbols 
in the word and then sifting through their repertoire of active Japanese vocabulary to 
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find the English gloss. The mean scores for each group in each test are graphed in 
Figure 4.1 below. 
•Word-Based Group ~Consonant-Family Group 
test 1 test 2 test 3 test4 
Long Tests: Section B 
Figure 4.1 Mean scores for Section B of the 'long' test. 
Although the differences between the scores achieved by the two groups were small, 
0.71 of a mark being the maximum, there is some evidence that the students in the WB 
group did perform better on this test as the treatment progressed. The five stimulus 
items for Section Bin test four were identical across the two groups and yet the WB 
group scored higher. 
4.1.2.3 Section C: Symbol Identification 
In part one of Section C the students were required to circle the ten symbols in an 
array of 14 that they had been taught in class. In part two of the section the students 
were to write the name or sound next to the circled symbols. 
Figure 4.2 presents the mean score for each test iteration for each group for correct 
recall and Figure 4.3 presents the mean scores for correct naming of the items. The 
most apparent difference between the graphs is that the students in both groups had 
much greater success at recalling the symbols they had been taught than they had at 
putting the correct sound to the symbol. The second feature of note is that the CF 
group ended the instruction cycle with a slightly higher mean score on both tasks than 
the WB group. The students in the CF group were able to recall the taught symbols 
more accurately and they were able to name them correctly more often. 
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I • Word-Based Group ~ Consonant-Family Group 
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6--------------------------~ 
4-1--------------------------~ 
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test 1 test 2 test 3 test 4 
Long Tests: Section C 
Figure 4.2 Mean scores for Part 1 of Section C, of the 'long' test for each treatment group. 
I • Word-Based Group [@ Consonant-Family Group 
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2 
test 1 test 2 test 3 test 4 
Long Tests: Section C 
Figure 4.3 Mean scores for Part 2 of Section C, of the 'long' test for each treatment group. 
In the first iteration of the 'long' test in week three, Section C required the students to 
recall and name ten symbols from a potential fifteen taught symbols and the students in 
the two treatment groups performed almost identically at this point. As the number of 
symbols the students were required to recall increased, the ability to successfully recall 
the taught symbols was identical for both groups as indicated on the graph of mean 
scores in Figure 4.2. The students in both groups had some success in naming the 
symbols and the mean score initially increased between the first and second iteration of 
the tests. The mean score levelled off at about a mean of five in the third test and then 
decreased for the WB group, whereas the mean score increased in the final test for the 
CF group even although there was a greater pool of taught symbols to discriminate 
between and recall. 
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Overall the means for both groups lay between three and six out of a possible score of 
ten which was lower overall than was expected. The initial increase in the mean scores 
between tests one and two may have been due to familiarity with the test or a practise 
effect. At this stage in the instruction there were 25-30 symbols to recall. The 
differentiation of the means in the fourth test indicates that despite the increased 
number of symbols requiring memorisation the group that was taught using the CF 
strategy evidenced greater success than WB treatment group. 
4.1.2.4 Section D: Decoding Test 
Section D of the 'long' test required the students to link a list of unfamiliar words 
written in hiragana, with a list of words written in romaji. There were a greater 
number of words in the romaji list than words in the hiragana list. The hiragana 
words were selected because they contained similarly shaped symbols to each other or 
made up phonetic minimal pairs . 
• Word-Based Group f:Z:l Consonant-Family Group 
O+-~~~~~~..--,~~~~~-..,~~~~~~,,~~~~~~-
test 1 test 2 test 3 test4 
Long Tests: Section D 
Figure 4.4 Mean scores for Section D, of the 'long' test for each treatment group. 
The mean scores of the four tests are graphed in Figure 4.4. Generally both groups 
improved over the four tests or twelve weeks of instruction. The consonant-family 
treatment group mean score was lower in the fourth test than in the third by 0.16 of a 
mark, possibly as a result of the increased number of symbols. 
The fourth iteration of the test was again identical for both groups and it is of interest 
that the mean score for that test was almost identical, (a 0.06 difference) but that the 
CF group did in fact score better on that test and on test three and this was a test 
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section that presented hiragana in a manner that was more familiar to students in the 
WB treatment group. 
4.1.2.5 Section E: Reading Comprehension 
Section E was only included in the fourth iteration of the 'long' test as creating natural 
sentences from only the taught symbols was not possible for the CF group until that 
stage of the instructional sequence. Students were required to read three sentences and 
transpose the hiragana into romaji. Writing out the romaji in this way allowed the 
students to use their familiarity with Japanese syntax and word formation to make 
reasonable guesses at the sounds of the symbols that they did not recognise. The raw 
scores were converted to percentages and the mean scores are listed in Table 4.3. 
Word-Based Consonant-Family 
Treatment Treatment 
Part 1 62.3 69.3 
Part2 5.94 6.23 
Table 4.3 Mean scores for Section E, of the 'long' test for each treatment group. 
The second task in section E required the students to write a response in hiragana to 
the question they had just transposed. This section had a very low rate of response as 
the majority of students had not reached the facility with hiragana required by the 
task, (a writing task) and this is clearly shown by the low scores in Table 4.3, Part 2. 
In both parts of Section E the CF group scored better than the WB group although the 
contextual support for symbol recognition was more in accord with the WB treatment 
group. 
4.1.2.6 Summary of 'Long' Test Results 
The results for each section of the 'long' test did not reveal a great difference in the 
efficacy between the two treatments as the means achieved were very similar for each 
group. Furthermore the means that were attained when compared to the possible score 
achievable in each section (apart from Section A) of the test were also unspectacular, 
hovering around the 60% mark for both groups, indicating that neither of the treatment 
groups experienced a great deal of success at the task. 
In general the CF group performed slightly higher in Sections A, C, D and E of the 
test. As stated in the presentation of the results of the Ll Holborn mean scores in 
Section 4.1.1, this group was stronger overall in reading ability as expressed as a 
reading age and this factor may have contributed to the group's success on these 
sections of the test. It may also have been the case that the CF instructional strategy 
gave a marginal benefit to these students as the sequence provided by a consonant-
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family was a stronger memory prompt than that provided by the words chosen for 
instruction in the WB treatment at this stage in the students' experience of learning 
Japanese. 
4.1.3 'Short' Test (Chart Fill) Results 
The 'short' test required the students to enter each taught hiragana symbol into a 
matrix defined by the five vowels written in romaji across the top of a grid and the 
fourteen consonants occurring in Japanese, written down the side (see Appendix E). 
This test relied on the students' memory of each symbol and on the students' 
knowledge of the relationship each symbol has with its neighbour. This test very 
closely matched the presentation of symbols used in the CF treatment group . 
• Word-Based Group ~ Consonant-Family Group 
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Weekly Test 
Figure 4.5 'Short' test scores over ten weeks; correct symbol in correct location. 
The graph at Figure 4.5 depicts the mean scores for correct placement of the taught 
symbols in the chart by the two treatment groups for the 'short' test. The graph 
records the mean scores from the commencement of testing in week three until the 
final test in week twelve. The maximum possible score was sixty-nine correct. While 
the two groups began with similar scores and the mean scores underwent similar rises 
and falls, the CF treatment group consistently performed better than the WB treatment 
group on this test. 
The test instrument closely matched the instructional format presented to the CF class 
and the advantage that this familiarity provided was evidently not compensated for by 
the treatment used in the WB class. 
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'Short' test scores over ten weeks; taught symbols in incorrect location. 
The graph at Figure 4.6 depicts the two groups' mean number of errors over the same 
ten tests (A low score is better). Many students in each group correctly wrote symbols 
that they had studied but in the wrong location on the consonant/vowel matrix. 
Whereas the CF group initially made a greater mean number of errors in the first two 
tests, from week five until week twelve this group consistently made fewer errors than 
the WB treatment group. 
The mean number of errors stabilised at between three and four mean errors for the 
WB group and at between one and two mean errors for the CF group despite the 
increase in overall number of symbols expected to be recalled as the treatment 
progressed. The students in the WB class seemed to be less sure of the location of the 
symbols on the chart although they were more willing to attempt to write symbols 
which they had not yet been taught by inf erring rules for formation based on those 
symbols that they had been taught. 
The students in both groups were keen to do well at these tests and when they realised 
that they were being marked for getting the 'untaught' as well as the 'taught' symbols 
correct attempted to fill as many spaces on the chart as they could. The graph in Figure 
4.7 shows the percentage of students in each class that attempted to write a symbol 
which had not yet been taught. The graph plots all attempts to use the strategy even if 
they did not enter the symbol in the correct location. While students in both groups 
used this strategy, the WB group started with a low incidence of strategy use but then 
increased rapidly to sixty percent of students in the class and stayed between sixty and 
eighty percent of students for the rest of the test sequence. 
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Figure 4.7 'Short' test scores over ten weeks; percentage of test takers who entered untaught 
symbols in either correct or incorrect locations. 
A high percentage of the students in the CF group also used this strategy (30-50%) for 
the first half of the instructional period, after which it decreased. There was however 
an up-swing in the use of the strategy by the CF class in week ten. This test followed 
the teaching of the formation of voiced consonants by the addition of diacritical marks 
to known symbols. The incidence of student use of this strategy (52%) reflects the 
generalisation of the rule to other consonant families on the chart. In weeks eleven and 
twelve these other consonant families became members of the group of symbols that 
were classified as 'taught' in class so the potential for use of this strategy by this 
treatment group dropped to zero in those weeks. 
The information presented in Figure 4.8 provides an alternative view of the 
information presented in Figure 4.7. This graph depicts only the mean number of 
instances of when the students in each treatment group wrote untaught symbols in the 
correct locations on the test matrix. It can be seen that whereas a third of the CF group 
in the week three test attempted to write down untaught symbols, depicted in Figure 
4.7, the students were not particularly successful when the mean score of correct 
attempts was calculated. 
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'Short' test scores over ten weeks; untaught symbols in correct location. 
The first five tests produced very similar results for the two treatment groups 
achieving a mean score of around one correct entry. Except for the week ten test which 
followed the teaching of the use of diacritical marks, the WB group then evidenced a 
trend toward greater success at the rule generalising strategy due to their exposure to a 
wider range of symbols from lots of points on the chart while the CF group reverted to 
a low level of success. 
4.1.3.1 Summary of 'Short' Test Results 
It appears from the CF group's success depicted in the graph in Figure 4.6 that the 
students in the CF treatment group became used to the tests and incorporated the 
weekly tests into their study strategy. In the week twelve test six students in the CF 
group (24%) scored 100 percent on the 'short' test in the CF group but no students in 
the WB group achieved that score. Although the instruction procedure linked the 
symbols into relatively meaningless family groups, the CF group were engaged in a 
memorisation task that closely matched the task required by the test. 
The rule generalising strategy was unable to be applied by the CF treatment group as 
widely or as successfully as it was by the WB group when completing the 'short' test, 
until week ten. Although the WB group was more successful at this one strategy, 
indicating a good awareness of how symbols are formed, the CF group scored better 
on this test overall, therefore indicating a better recall of a larger number of symbols. 
4.1.4 Summary of Quantitative Findings 
The five sections of the 'long' test comprise tasks at the symbol discrimination, 
symbol recognition and symbol decoding level of reading and to complete them well 
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the students required recalling the hiragana symbols that had been taught at the time 
each test was administered. Based on the results of the 'long' test there is no evidence 
to suggest that one of the instructional treatments greatly facilitated symbol recall as the 
two treatment groups were very closely matched in mean scores at all stages of the 
instructional sequence. Overall the CF group scored marginally better than the WB 
treatment group on the 'long' tests which may have been attributable to the higher 
mean proficiency in Ll reading. 
The 'short' test evaluated the students' recall of individual symbols and both tested for 
and strongly encouraged the use of consonant-family associations in the students' 
learning strategies. The students in the CF group performed better in this series of 
tests than the WB student group. This success on the task on a weekly basis appears 
to have provided the CF group of students with the comprehensive knowledge of the 
symbols that was necessary to do well in the 'long' tests. This knowledge may also 
have contributed to the CF group performing marginally better than the WB group in 
almost all sections of the 'long' test, particularly towards the end of the testing 
sequence when the number of symbols needed to be recalled was highest. The 
sequencing provided in the WB instruction was not strongly tested for in the 'short' 
test and the students were not as successful in recalling the items, so they did not 
achieve as highly as the CF group. 
Discussion of the means attained in each section of the tests after examining the test 
performance of each treatment group as a whole provides one vantage point for the 
discussion of the impact of the instruction. However, the opinions of the participants 
themselves as gained through the Focus Group Interviews offers information from a 
different methodological perspective. This perspective provided insights into issues 
such as motivation and discouragement as raised in the paragraph above. These 
opinions and reflections are discussed in the following section. 
4.2 Qualitative Findings: Focus Group Interviews 
The transcripts of the twelve focus group interviews were examined and tabulated as 
described in section 3.5.1.3 so as to reflect the major aspects of the research question. 
Five tables were created recording the occurrence of comments in the following 
categories, presented in the order they are raised by the research question: 
• memory and recall of the hiragana symbols in any context 
• strategies that were used to learn the symbols 
• attitudes towards the instructional activities used 
• attitudes towards learning hiragana in general 
• motivation for learning hiragana 
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These five tabulations are presented and discussed in the sections to follow. These 
topics were not the only subjects discussed by the students as, due to the nature of the 
technique, control of the conversation was largely in the hands of the students. 
Conversations in all groups drifted from the topic set by the researcher's introductory 
monologue, however individual students periodically recentred the discussion on the 
learning of hiragana. Discussions ranged over many topics and although interesting 
insights into the impacts of the socio-cultural component of the syllabus were gained, 
these comments fell outside the scope of this study and were ignored in the coding. 
4.2.1 Memory and Recall of Hiragana 
The first issue to be explored by the research question was the impact of using 'word-
based' or 'consonant-family' based instruction on the memorisation, and recall of, 
hiragana. In tabulating this section only comments that specifically mentioned 
memory, memorisation and remembering were included. These results are shown in 
Table 4.4 . Reference made to use of specific strategies to aid memory were tabulated 
in a later section. 
I I I III 
Word-Based Positive Negative Positive Negative Positive Negative 
Male 1 1 
Female 3 2 1 
Consonant-Family Positive Negative Positive Negative Positive Negative 
Male 1 1 3 1 
Female 5 2 3 2 
Table 4.4 Presence of informant comments relating to attitude toward the hiragana learning 
task across the three FGis. Comments expressed in terms of positive and negative. 
All four groups of informants made comments about the task of memorising the 
hiragana symbols, but the majority of the comments were made by students of both 
genders in the CF treatment group. Of these comments, twice as many negative 
comments were made as positive comments, so it would seem that the task was 
quickly deemed by these students to be very memory intensive and challenging when 
presented in a linear sequence. 
The participants from the WB group made half the number of comments regarding 
memorisation that the other group made but they made more negative than positive 
comments overall. The WB group seemed to not have been as overawed by the task as 
the CF group, as the number of comments made was not as great; but it appeared that 
they too felt the task was difficult. 
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The positive comments generally spoke in terms of the symbols as discrete items such 
as the claim that 'some are easy', or 'I just remember' them. One student stated 'I can 
read' them but it is not clear whether he referred to read in the sense that he could 
derive meaning from a sequence of symbols or meant supply the sound to a single 
symbol. 
Negative comments were more plentiful and mostly referred to the difficulty of 
recalling the script items. Comments included 'hard to remember'; I 'can read, but not 
write'; I get 'muddled'; the script has 'confusing' similarities; there are 'too many' 
symbols; the 'particles' and the 'stroke order' are difficult to remember. Noteworthy, 
however, is the comment from the CF group participant that stated she 'can't 
remember the key sentence'. This would indicate that for this student the 'key 
sentence', which she had created for herself, did not have a strong association, so it 
was as much a task to remember her mnemonic as it was to remember the symbol. 
4.2.2 Strategies used to learn the symbols. 
The second section of the research question sought to explore the impact of 'word-
based' or 'consonant-family' based script instruction on the learning strategies 
employed by the two classes of students. The tabulation of the students' comments in 
this regard was done using the eleven kanji writing strategies identified in the study 
by Bourke (1997). A preliminary survey of the transcript data showed that there was 
some similarity between the reported data in her study and in this. These categories are 
Association; Picture Stories; Compensation; Visualisation; Frequency; Self 
Monitoring; Sequence; Physical/Emotional Response; Sound; Experience and Stroke 
Order as described in section 2.5.2 1. 
While all the strategies are of interest in terms of the way in which the students claim 
to recall or decode items of script, the two strategies that are of interest to this research 
study are those Bourke (1997) labels 'association' and 'sequence', as discussed in 
section 2.5.2.1. These are the two strategies that would differentiate between the two 
instructional methodologies and the informants' claims regarding usage may indicate 
whether the instructional strategies were useful or not. These two strategies have been 
placed at the top of the table while the other strategies have been arranged according to 
frequency of mention in the lower section of the table. The mentions in each FGI are 
divided by treatment group, gender, iteration of the FGI and whether the strategy 
helped ( +) or hindered (-) the students to decode or recall the symbols. The tabulation 
of the comments are depicted in Table 4.5 overleaf. 
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Treatment I Word-Based II Consonant-Family Based 
Gender Girls Boys Girls Boys 
FGI I II III I II III I II III I II III 
Comment Nature + - + - + - + - + - + - + - + - + - + - +- + -
Association 1 3 1 1 1 2 1 
Seauence 2 1 3 3 
Stories/Pictures 1 2 1 7 2 1 2 1 1 1 1 4 1 6 
Stroke Order 5 1 1 2 3 
FreQuencv 1 1 3 3 1 
Comoensation 2 1 1 1 1 1 1 
Sound 1 1 2 1 1 
Exoerience 1 2 1 
Self Monitoring 2 1 1 
Visualisation 1 1 
Physical Resoonse 
Table 4.5 Claimed Leaming strategy use by informants in the three FGis sub-divided by 
treatment and gender and whether comment was positive or negative regarding each strategy. 
The strategy labelled 'association' grouped instances of when the students made a 
mental association between one symbol and other symbols. As can be seen in the 
table, it is not a widely mentioned behaviour, indicating that having an instructional 
method that strongly incorporates this learning strategy would not have eased the 
learning task for these students. Bourke (1995) was examining the students' 
memorisation of kanji characters which have a larger range of imagery and meaning 
attached to them, whereas the hiragana symbols seem to lack this richness for the 
development of mental associations. 
The WB group informants, boys and girls, have identified the close association of one 
script symbol to other symbols to be a point of confusion for them, whereas this 
'association' strategy is a positive one for the boys and girls in the CF group 
interviews. However, there was no mention of the symbols being associated with 
other individual symbols in the key word or phrase used to present the symbols in the 
word-based treatment. 
Generally, mention of the 'association' strategy came late in the instructional sequence 
when the students had had eight weeks or more of instruction and they had been 
exposed to a wide range of script items. This was in contrast with other strategies that 
were mentioned in the early FGis, such as 'stories and pictures' and 'stroke order'. 
These latter strategies make use of prominent features of the orthography to create 
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memory hooks. Because of the novelty of the symbols and of the stories that were 
associated with them, they had an immediate impact, sometimes negative, on the 
students' discussions during these FGis. 
The 'sequencing' strategy grouped students' comments about remembering from the 
context in which symbols are used or the place within a word or phrase a symbol is 
located. This strategy was mentioned more frequently by participants in the WB 
groups' interviews, but it was a relatively infrequently used strategy overall. Girls in 
the CF group FGI made no mention of the strategy but an example from a female 
student in the WB group indicates how she remembered a script item: 
When I'm having trouble with trying to work out some of the hiragana I 
write down like watashi wa and then um, and then it's easier to 
remember.(WBG 11) 
From the researcher's anecdotal record, there is an instance of a student at the 
commencement of a 'short' test, asking whether he could write down the key phrase 
in the margin, so there is evidence to suggest that some students did use sequence to 
assist recall. On the other hand, a boy in the CF group used a similar strategy to 
remember a consonant-family sequence: 
I reckon the easiest characters are sa, shi, su, se, so because I've 
known them the whole time. (CFBlO) 
The 'sequencing' strategy was always mentioned positively and did conform with the 
instructional strategy of learning script in chunks, but the nature of the sequence, 
consonant or word, seemed to be of little benefit for memorisation as students from 
both groups mentioned they used the strategy. 
The most frequently used strategy was the use of pictures and stories. This strategy 
was not only mentioned most often, as shown in Table 4.5, but was also cited by 
many informants as the most useful strategy for recalling the script items. This echoes 
the findings of Jones (1993). The 'picture/story' strategy was usually mentioned 
positively although some negative comments were made by girls in the CF group to 
the effect that: 
I can't do it with the pictures, they look worse for me, they just, I 
can't hardly [sic] see them. (CFG3) 
It seems that for some students the task of remembering the pictures is no easier than 
the recall of the symbols themselves. 
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The other strategies received fewer mentions than the 'stories/picture' strategy but 
some salient points are; 
• Stroke Order was more frequently mentioned as a confusing variable rather than a 
strategy that could help in recall. Some of the other strategies were evenly divided 
in whether they helped the informants or not but most were reported to be of some 
assistance. 
• The girls and boys in the WB treatment group made more mentions of strategy use 
than the informants in the CF treatment group. 
• Across both treatment groups, boys and girls made similar types of comments 
with similar frequency. There was no strong pattern of reported strategy use that 
separated the boys from the girls. 
• Any physical response to a particular symbol that the students may have had was 
not reported as a memory strategy by the informants. 
The strategies in Table 4.5 were modelled by the researcher during the instruction as 
described in Chapter Three, and it is interesting to note the strategies that were taken 
up by the students and those that were not. The strategy modelled most intensively 
was the picture story strategy and this was the strategy most strongly picked up by the 
students in both treatment groups. While all the strategies had the potential to be of 
assistance in recalling the script items the strategies were not all seen that way by the 
students. Stroke order was also modelled strongly and yet this strategy was almost 
universally considered to be a point of confusion. The symbol just had to look right. 
From the transcript comments and the reported patterns of use depicted in Table 4.5 
above, the strategies that were reported to be useful for any one informant seemed to 
be very individual and depended on personal learning style preference, and on the 
amount of effort students made to learn the symbols. This effort was dependent on 
their attitude toward the task. These attitudes are discussed in Sections 4.2.3 and 4.2.4 
to follow below. 
4.2.3 Attitudes towards the instructional activities 
The four groups made general summative comments about instructional procedures 
used in the hiragana lessons in each of the interviews and these were tabulated and are 
depicted in Table 4.6. They referred to the specifics of the learning experiences but not 
to the sequencing of the hiragana instruction. 
The comments were generally favourable in nature except for the CF girls group in 
FGI I. In this interview there were many comments made about the 'boringness' of 
the instruction and there were some suggestions about how to make the lessons 
'funner'. Positive comments were made concerning the 'fun' or participatory aspects 
of the lessons when students used gross-body movements to practise the script items, 
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or when students were co-opted to write symbols on the blackboard. Regarding this 
activity some students commented that missing out on participating was 'unfair'. 
ts F I I I I 
Male Fav. Unfav. Fav. Unfav. Fav. Unfav. 
Word-Based 3 1 
Consonant-Family 3 1 1 
Female Fav. Unfav. Fav. Unfav. Fav. Unfav. 
Word-Based 1 1 
Consonant-Famil 3 7 1 1 
Table 4.6 Favourable or unfavourable comments toward hiragana instructional activities 
across the three FGis. 
The tests were seen to be a part of the instruction, rather than a separate activity and a 
lot of comments, positive and negative, were made about them as instructional 
procedures. Generally, instruction seemed to be experienced by the informants in a 
'consumer mode' and the students evaluated the instruction in terms of entertainment 
value, using words such as 'fun' or 'boring'. While these comments provided 
interesting feedback to the researcher on what was interesting for students, the 
students did not provide direct feedback as to which instructional strategies were of 
most help in learning the script. 
4.2.4 Attitudes towards learning hiragana in general 
The students in all groups made general comments regarding the learning of the script. 
At times it was difficult to tell whether comments made by the students were in regard 
to script learning alone or whether the task, in the students' perspective, had become 
conflated with the study of Japanese in general as the term 'Japanese' was used in 
both senses. The favourable comments included references to the novelty of script 
learning, particularly in terms of being a diversion from the other school lessons and 
therefore having some value as a 'waste of time'. One student, a background speaker 
of Spanish, commented that Japanese had a similar sound system to Spanish which 
made study easier. Other positive comments were that script study was 1enjoyable1, 
'easy', and 'good', and that it 'helped learning skills'. Another student qualified his 
positive comment with the reflection that he was looking forward to soon being able to 
read Japanese. 
These comments are depicted in Table 4.7 overleaf. 
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I Informants FGII FGI II FGI III 
Male Fav. Unfav. Fav. Unfav. Fav. Unfav. 
Word-Based 5 7 
Consonant-Family 2 4 3 
Female Fav. Unfav. Fav. Unfav. Fav. Unfav. 
Word-Based 8 3 2 2 
Consonant-Family 2 4 1 3 
Table4.7 
three FGis. 
Favourable or unfavourable comments regarding attitude toward hiragana across the 
There was a single neutral comment made by a WB male in the second FGI to the 
effect that script study was 'okay' with voice tone implying a degree of resignation. 
This was hard to interpret as positive or negative but it was qualified by the statement 
that it was better than some other subject they might be doing instead. 
The unfavourable comments were also of a general reflective nature stating that script 
learning was 'scary', 'hard', 'confusing', 'frustrating' and 'boring'. One student 
provided reasons for these comments, stating that hiragana was too different from 
writing English. Other students commented that they disliked studying script as the 
symbols were hard to write, hard to remember and the whole activity was a waste of 
time as the symbols were soon forgotten. 
Boys and girls made about the same number of comments in total, but the girls made 
more negative comments than did the boys. For the girls' groups there appeared to be 
a tendency to make these comments less as the instruction proceeded, as fewer such 
comments were made in the last FGI than in the first two. This may have been due to 
the novelty of the script learning experience wearing off and the students becoming 
more comfortable with the task. The boys on the other hand continued to make general 
'like', 'dislike' comments throughout the course of instruction. 
There was a greater number of positive comments made by the WB treatment group 
than the CF group implying that the participants in the WB group were enjoying the 
experience more and had a generally more positive attitude toward the task. This may 
have been because the students in this treatment group were overtly instructed in how 
the script was used in real 'text' and perhaps saw the task as useful and interesting. 
4.2.5 Motivation for learning hiragana 
As the students talked about their hiragana learning experience they occasionally 
referred to the reasons why they were studying the script, and in the wider sense, why 
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they were expected to study Japanese. As discussed in Section 2.4.1.1, Gillette 
(1994) postulates that students undertaking the same task but with diverging learning 
goals are essentially engaged in different tasks, which implies that the students in these 
lessons were engaged in different tasks. Table 4.8 shows the incidence of positive and 
negative comments regarding reasons for and against studying hiragana made by the 
informants. 
Many more comments were made by the boys than the girls and the comments made 
were more positive than negative. The positive comments included a statement to the 
effect that hiragana was like a secret code not understood by family members, and this 
aspect created a feeling of uniqueness due to the achievement of a special skill. Other 
comments were of a metacognitive nature in that learning hiragana 'expands your 
mind'. For one student success at the activity was its own reward and that 'learning to 
write' in script was interesting. This student looked forward to soon 'writing words'. 
'Starting from fresh' was an incentive for one student, which would seem to suggest 
for this student a lack of success in other school subjects. Practical, 'helpful' reasons 
were also given, such as travel or help in getting a job. 
F II I 
Male Positive Negative Positive Negative Positive Negative 
Word-Based 2 1 4 
Consonant-Family 1 1 3 1 
Female Positive Negative Positive Negative Positive Negative 
Word-Based 2 
Consonant-Famil 
Table 4.8 Positive or negative comments regarding motivation toward hiragana learning 
across the three FGis. 
In the CF boys group, one student questioned the merits of the script learning exercise 
in interview one and three, by commenting that there was 'no point' to learning 
hiragana as 'they' could just 'use English'. Several of his fellow informants 
proceeded to list the reasons as to why hiragana study was a useful enterprise. In 
terms of the proposition raised by Gillette (1994), this student seemed to be engaged 
in a quite different task from the other student informants: that of other lesson 
avoidance. As this group was a sub-group of the class as a whole, and other students 
had turned down the invitation to participate in the FGI activity, it can be assumed that 
there were other members of the class who were also engaged in an activity at variance 
to those who were actively studying the hiragana script. 
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In terms of reasons why they were engaged in the learning of hiragana, the girls in the 
WB group made two comments in the first interview regarding 'helpfulness' of 
learning a second language, stating the possible usefulness when travelling when 
older. No further comment was made by either female group regarding why they were 
studying hiragana specifically or Japanese in general. The female sub-groups 
participating in the FGis were apparently happy to engage in the instructional activity 
without deeply considering why they were doing so. From the infrequency of 
comments recorded in Table 4.7 and Table 4.8, the female students seemed to accept 
the appropriateness and value of studying hiragana and got on with it. 
4.3 Testing and Interview Interactions 
Two types of interactions between the test results and the responses made by the 
students in the interviews were explored. The first interaction was the correspondence 
between the kinds of comments that were made during the Focus Group Interviews 
and the corresponding success being experienced at that time by each treatment group 
as a whole. 
The second interaction explored the reference the students themselves made to the tests 
during the interviews. The interviews were often held within a few hours of the tests 
and were challenging cognitively and in terms of self esteem so it was natural that they 
aroused comment from the interview participants. These two interactions are 
developed in this section. 
As stated in Section 4.1 above the CF treatment group performed better on the 'long' 
and 'short' tests than the WB treatment group, except the for the word recognition task 
in Section B where the WB group scored better. The task in this section conformed to 
the word-based instruction that this group received and therefore this result could be 
expected. However in the two word-based tasks, in Sections D and E, the two 
treatment groups achieved very similar mean scores. Regarding the 'short' tests, while 
both groups made some progress in recalling the complete script chart, the CF group's 
test means were consistently higher from week five on. 
Despite the success of the CF group, the comments that the subgroup of female 
students from the CF class participating in the FGI made regarding their experience of 
memorising hiragana was a largely negative one. In contrast, the CF boys were 
neutral at first and then became quite positive in the last FGI. The WB group boys 
made little comment whereas the WB girls were also quite negative about the hiragana 
memorising experience but made fewer comments than the CF girls overall. 
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The comments concerning instructional methods that the groups had experienced were 
also generally positive in nature. The CF girls were rather negatively vocal in the first 
FGI regarding instructional techniques but once the novelty of the instruction had 
faded these comments became less frequent - as did comment in all the groups. 
The affective comments concerning attitude were more negative for the CF group and 
they were consistently made over the course of the instruction. The WB girls were 
very positive about the task in the first FGI but then the comments became fewer and 
balanced in tone. The WB group boys were also positive in the first two FGis but 
made no comment regarding attitude in the third FGI despite the class not achieving 
very highly as a whole on the tests. 
The two classes were not in competition with one another on the tests but the 
individual students were encouraged to improve their personal scores. While the rate 
of improvement of the class means was not to the level of performance that the 
instructor had hoped, the students may have felt some satisfaction at the incremental 
improvement in their personal score on the 'short' test. The students may have 
developed a positive attitude about their success on the task while maintaining a 
negative attitude about having to participate in the task. 
At times during the interviews the students talked about the tests they were doing, 
particularly the 'short' tests. For some of these students the impetus to study at home 
was as a result of trying to do better from week to week on these tests, while for 
others there was a quick cram just before the test. 
/, like, study them, I just, like, every time [the researcher] walks in I 
just look at my hiragana chart and try and learn them off (CFG 11 ). 
Some of the students who participated in the interviews were particularly successful 
on the 'short' tests while others failed to make progress over the twelve weeks. There 
was evidence of a split in attitudes between the students who were doing well and 
those who, at week twelve of instruction, were still not involved in the learning task. 
Those students who were not improving made negative comments about the subject as 
justification for their non-success. Samples of the interactions between the male 
students in the CF group are reproduced here to illustrate this reaction. CFB3, a 
particularly candid, but unsuccessful test taker, questioned the utility of studying 
Japanese: 
And I hate tests, Japanese tests, full on hate 'em. 'Cause /, they're 
pretty, 'cause I didn't get 'em like. (CFB3) 
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What's the point of doing a test of Japanese when you're not living in 
Japan, and you're never going to go there, and who wants to know 
Japanese? (CFB3) 
His question was met with a chorus of 11 / do 11 by the students who were doing well in 
the tests. CFB8, who was also struggling in the tests commented, I think it's really 
dumb how they've got so many figures. However, those students doing well talked 
positively about studying the symbols. I reckon hiragana is the best sub, the best 
thing in Japanese so far. (CFBS) 
The difference in attitude was also evidenced in the discussion of learning and recall 
strategies as the low achieving students mentioned only one or two memorisation 
strategies each, while the successful students identified a range of strategies that they 
used. The candour with which one student states I'm pretty bad at hiragana 'cause I 
don't take time to learn them (CFBIO), contrasts markedly with a successful 
student: 
For the studying, I usually go over them and to sort of say the names 
and um, I used some of the pictures, but most of them I just 
memorised the characters. I learned them by, I just knew them. 
(CFBS) 
The collection of interview data from sub groups of students and relating it to the test 
means obtained from scores achieved by the larger group was only able to give an 
indication of trends and tendencies regarding the effects of test performance on the 
comments that were made. Unpacking the data and interrelating the individual 
students' test scores to the comments that they made provided interesting but 
subjective data that again revealed only trends and tendencies regarding strategy use 
and attitude of the group as a whole. 
However given these shortcomings it is still possible to discern patterns of behaviour 
emerging from the data. 
4.4 Summary of Chapter Four 
Restating a thought entered by the researcher in the anecdotal record in week twelve of 
the instruction, it appears that the hiragana memorisation task became an exercise in 
rote learning due to the manner in which the students went about learning the symbols. 
The wide use of only the most obvious strategies, and the small amount of effort 
invested in learning the symbols, seemed to doom many of the students to a low level 
of success in both treatment groups. The students who did well enjoyed their success 
and spoke positively of the task and of the subject while acknowledging the difficulty; 
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while those who did poorly spoke negatively about the task and also questioned the 
merits of learning Japanese at all. 
Despite the use of script in the other two lessons during the school week to read 
whiteboard examples and make notebook entries, the result that mattered to the 
students was their performance on the tests and so the task may then have reverted to a 
rote learning task, as these strategies achieved good scores on these tests with least 
effort. Had the tests had a greater percentage of word reading items the strategies used 
may have been different. With the conflation of the task to a rote learning activity the 
CF presentation sequence lends itself best to this learning style and it was this group 
who was most successful at the 'short' test and in the majority of the sections of the 
'long' test. Due to the repeated lack of success, the WB students may not have felt as 
successful as the CF group and therefore not have been as motivated to study the 
symbols outside class time and this would have further contributed to their non-
success. 
Chapter Five takes these findings and interrelates them with the research literature 
developed in Chapter Two. The influence that these findings have had on the teaching 
practice of the researcher will also be presented and suggestions will be made on the 
areas that could undergo further examination and research. 
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CHAPfER5 
Discussion 
This chapter reviews the results presented in the previous chapter and discusses their 
bearing on the experimental hypotheses, interrelates these findings with second 
language reading theory, the learning strategy theory and memory theory raised in 
Chapters One and Two, and develops the inferences that result. The chapter locates 
the results of this study within the related research presented earlier and considers its 
relevance in theoretical and practical terms. 
In the second section of the chapter the limitations of the usefulness of the results are 
considered. Those variables that were avoidably or unavoidably left uncontrolled are 
presented and the effects that these uncontrolled variables may have had on the 
research are discussed. This section then raises new questions for future research and 
makes several suggestions for implementation of the outcomes. Finally the 
implications that the developed hypotheses have on the researchers' current hiragana 
instructional methodology are discussed and the wider implications for primary school 
Japanese teaching in the Queensland context are proposed. 
5.1 Interrelationship between Results and Theory 
The study began from the researcher's reflections as to why beginning students of 
Japanese had difficulty with hiragana script, why students avoided studying the script 
and using it in their lessons, and ultimately, whether instructional strategies could 
circumvent these difficulties and avoidance. 
The study found that the students experiencing the 'Consonant-Family' (CF) 
instructional strategy scored mildly but not significantly better in terms of recognition 
and decoding in all but one section of the 'long' test which tested for recognition, 
decoding and recall of the symbols. Despite possible 'theoretical' benefits in the 
'Word-Based' (WB) instructional procedure from the overt connection made to the 
vocabulary items that were present in the students' lexicon, the students experiencing 
the CF procedure performed better (but not significantly) on the test of recall of the 
symbols, as evidenced by the results in the sequence of 'short' tests. 
From the discussion in Chapters One and Two several accounts for this result may be 
discerned. The work of Davis and Bistodeau (1993) identified the role of oral 
vocabulary in L2 reading, stating that beginning students will be less successful in 
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reading tasks and need to rely on 'bottom-up' reading processes. Students with a good 
recall of script symbols will then perform better as this knowledge is what 'bottom-up' 
processing relies upon. Tzeng and Hung (in Lee et al., 1995, p. 248) support this 
claim, stating that script unfamiliarity reduces the students' ability to use higher level 
strategies, such as syntactic and semantic knowledge. 
Skehan (1998) labels 'chunking' as an efficient strategy for memory utilisation and the 
CF instructional methodology became a chunking process for this group. Ausubel 
(1963) developed the concept of the 'advance organiser', which is a single abstract 
theme to which novel concepts can be attached and that provides a way for helping the 
student to assimilate new knowledge with the knowledge that the instructor knows the 
student already has. The consonant-family principle provided just such an advance-
organiser, as the students were encouraged to organise the learning of the symbols 
into groups of five items beginning with the same consonant. The WB methodology 
did not provide the same chunking or advance organiser, as the key words drew script 
items from many places on the chart and, although the key word may have been 
familiar, the words did not follow a unified rule in the way that the consonant-family 
grouping did. Not only did the students have to recall the script items, they also had 
fifteen to twenty unrelated key words or phrases to remember. The students' 
familiarity with these key words seems not to have compensated for the economy of 
recall of the CF grouping. 
Within the learning strategies employed by the sub groups of students participating in 
the Focus Group Interviews (FGI), the most used strategy reported was the creation 
of visual mnemonics, a strategy independent of the instructional treatment the groups 
received. The pattern of use of the strategies most allied with the treatments, 
'Association' and 'Sequence', indicated that these strategies were of limited use only 
at this level of hiragana experience but that instruction should continue to encourage 
the use of these strategies as they were of some benefit to students in both groups and 
would become more useful to students as their script reading proficiency develops. 
On the other hand, the least used strategy was Physical Response as there was no 
mention of its use by any of the respondents. Although the teaching sequence 
incorporated the drawing of the symbols in the air and the repeated writing of the 
symbols on paper none of the FGI participants remarked on their use of the physical 
shape of the character as an aid for recall. 
At the level of proficiency the students had attained by the end of the instructional 
sequence, visual association between items was for some students a distraction leading 
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to miscuing of individual script items, similar to the way in which beginning students 
of English miscue the letters 'b' and 'd'. Other strategies were mentioned by members 
of both treatment groups, but the general impression gained is of a limited amount of 
time actually spent on the use of strategies. The majority of the students interviewed 
made little effort outside of class time to learn the script. The 'short' test itself became 
a learning and feedback strategy which the students could have labelled as the strategy 
'Experience', or 'Self Monitoring' if they had instituted these strategies themselves in 
their own time. 
In terms of the affective response, members of both instructional groups referred to 
the onerousness of the task. The WB sequence however presented the script in a less 
artificial fashion that lowered the students' resistance to the task as reflected by their 
lower levels of negative comments reported in the FGI. 
The fundamental insight gained from conducting this study is that for primary school 
students there are two processes to reaching competency in reading hiragana material 
at the word level as used in this study. These two processes match the two boxes at 
the bottom of Figure 2.1, and involve 'knowledge of the grapho-phonic system' and 
development of the 'lexicon' of the target language (Ehri, 1998). The two processes, 
while developing simultaneously, have a large element of sequentiality as when 
students are reading words in script, they do need to be able to decode the sound 
before being able to recall the meaning of the word. 
Therefore, the first process is to gain a mechanical and automatic coding competency 
from script-to-sound and sound-to-script. By the teacher using a variety of teaching 
techniques and developing a range of student study strategies this can be achieved 
quite quickly. This level of reading in any orthography is dependent upon learning 
grapho-phonemic correspondence. The faster that students acquire that competency, 
the sooner the students move beyond sight words into fully developed consolidated 
multi-letter units. Knowledge of letter groups lowers the memory load when storing 
sight words and until the students' ability to decode the script is automatic, reading of 
text in script is not a self-rewarding activity. 
However, children who develop this script-to-sound knowledge, despite being 
competent readers in LI, are discouraged when they find that they are yet unable to 
comprehend simple stories written in the hiragana script. The second stage is to 
develop sufficient L2 knowledge to allow the decoding of hiragana to sound, - to 
communicate meaning to the reader. A word, whether read silently or sounded out 
loud, remains only a sound unless it triggers a meaning for the reader. The difficulty 
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students had with this task was illustrated by the low level of success members of both 
groups demonstrated in Section E of the 'long' test. By using script from the early 
stages of instruction and providing appropriate reading materials, students making the 
transition from reading discrete script items to reading words and sentences may be 
less frustrated in their early L2 reading development. 
The higher level processing strategies described in the interactive-compensatory model 
of reading (Ehri, 1998) have not been induced to compensate for the weak grapho-
phonic knowledge by the students in the study, as they are generally relying on the 
lower level reading processes. This conclusion is supported by the high incidence of 
reported use of bottom-up recall strategies such as 'Pictures' and 'Stories' rather than 
the top-down strategies of 'Association' and 'Self-Monitoring'. As described in the 
interactive model, readers at this stage in beginning to read have still not overcome a 
reading threshold which will allow them to access these higher order processes. Few 
of the students in the study are at this level of reading as evidenced by the very low 
scores attained in Section E of the 'long' test. 
The findings in this study support the work of Koda (1996) that states that beginning 
readers of scripts at orthographic distance from the Ll rely on bottom-up skills to 
decode. However, her finding that the ability to recognise words is also important was 
not applicable in this context. The students had insufficient exposure to the Japanese 
vocabulary and the words were not familiar enough for them to induce a word 
superiority effect (Hung & Tzeng, 1981) and consequently the use of this effect as an 
instructional strategy did not translate into performance efficiency. 
The strategies used by the successful students to learn the script were a subset of those 
used by older learners to master the kanji script. The more successful students in this 
study used a wider range of strategies and had a greater self awareness of their 
personal learning styles. Demonstrating the use of picture stories in the instructional 
phase of the lesson resulted in the extensive use of this strategy by the successful 
students and to a limited extent by the unsuccessful students. This strategy did not 
match all learning styles, however, so it is suggested that all the strategies be used 
more intensively and overtly to extend the students' repertoire of study skills. As 
corroborated by Gillette (1994), strategy instruction did not automatically lead to better 
script learning unless it matched the students' individual learning styles and learning 
goals. The effective students studied outside class times and the ineffective students 
preferred the formal teacher directed tasks and the rote learning activities, and did not 
self initiate use of the strategies. 
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For the majority of the students in both groups the task of learning hiragana became a 
rote learning one that entailed the 'verbatim' memorisation (Ausubel, 1963) of each 
symbol as a discrete and isolated end in itself. Despite instructional efforts to maximise 
retention through efficacious manipulation of the presentation of the script the students 
relied on strategies, as reported in the FGis, that were basically rote learning. 
Recalling Novak's comment (1998) that students in his research exhibited a resistance 
toward tasks that involved higher level thinking processes, perhaps the tendency for 
the students to adopt rote learning strategies in this study was predictable. 
Apart from the reasons mentioned in section 2.3.2, another reason for the reversion to 
rote learning strategies is that, as reported by Gillette (1994), although a range of 
learning strategies may be demonstrated by the teacher, when the motivation to learn is 
low the students fail to incorporate these strategies in their study behaviour. An 
attitude test of whether the students deem Japanese language study important, a survey 
of the family background and circumstances and of the students' perceived purpose 
for Japanese study may serve as a better indicator of future success than a test of Ll 
literacy skills. 
S.2 Interrelationship Between Results and Practice 
A major limitation of the study was the small number of students involved in the FGI. 
Unfortunately the context did not allow all the students in each class to take part in the 
discussions. As a result it was difficult to gauge the extent to which the comments 
made by the informants reflected the experience or attitudes of all the students 
experiencing the treatments. Future research could remedy the situation by holding 
large open discussions. 
The most significant uncontrollable variable was that the research was based on extant 
classes of students. This meant that the two groups, while having statistically 
equivalent Ll reading skill mean scores, did appear to be different in reading ability 
and this may have had a significant effect on the test scores. The types of comments 
made by the CF treatment group demonstrated a difference in class culture and had the 
treatment allocation been reversed it is unclear whether the results would not have also 
been reversed due to the type of students who were present in each group. This 
corroborates the comments by Gillette (1994) that the motivation of the students can 
play a significant role in the success on a task. 
One idea that could be taken up for further investigation is the use of an Ll testing 
instrument more sensitive to the skills that are transferable at this level of L2 reading, 
such as the commercially developed instruments used to predict second language 
learning aptitude (Harrington, 1999). By having a more sensitive instrument, a closer 
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analysis of the skills being used in the Ll could be ascertained and then a 
corresponding investigation of the skills used in L2 script reading could be made in 
order to discern which skills are transferred from the Ll task to the L2 task. In this 
study the Holbom instrument was rather weak and had problems of reliability due to 
its annual use. 
A second point to investigate is the long term retention of script by the students in the 
two groups. A further iteration of the long and short tests conducted at the beginning 
of the next school year would have served to measure over the long term whether one 
treatment method helped the student remember script. Although the CF treatment 
helped the rote learning of the script while there was regular testing taking place, 
possibly the WB treatment provided long term hooks for the recall of the symbols. 
The next stage in teaching reading of Japanese texts for these students was the 
presentation of text at the sentence level, contextualised through pictures and other 
paralinguistic support by means of big books and overhead projection transparencies. 
Data collection and analysis of the success, or otherwise, of the two groups of 
students on this type of reading task could provide the basis of a second study into the 
efficacy of the two instructional sequencing methods. 
As a practising teacher, the insights gained from this research suggest that hiragana 
symbol instruction using consonant-family grouping would be the most efficacious for 
learning the script and the most efficient for management reasons in the beginning 
stages. However this research also suggests that the use of symbols from the 
beginning of Japanese instruction together with furigana written in romaji would 
allow the students to experience the use of all the symbols in the appropriate context 
and this corroborates the findings of other researchers in this area (Davies et al., 1996; 
Grayson, 1993). 
Early introduction allows the students to experience the use of the symbols that form 
particles and avoids the problems of incorrect pronunciation caused by the use of 
romaji mentioned in Chapter One. The students who naturally use learning strategies 
that are open (The Absorbers) will be catered for, as will those who use the brick by 
brick (The Studiers) approach (Tyacke, 1998). Early introduction is in opposition to 
the research that advocates a delay (Clyne, 1986) and while the negative effect on 
script formation is acknowledged, there is a positive transfer of writing skills and an 
enhancement of the phoneme-grapheme relationship (Clyne et al., 1995). 
Furthermore, the early script introduction would reinforce spoken language skills and 
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build the learners' familiarity with the script form (Koda, 1992) and their ability to 
identify segmentable constituents (Olsen, 1995). 
5.3 Conclusion 
As described in Chapter One, mastering hiragana at the primary school age is a 
challenge for beginning Japanese learners, and developing techniques for easing the 
task is a continual challenge. The inherent meaningfulness of the subject matter under 
instruction and how it relates to existing concepts is acknowledged to be an important 
factor in the assimilation and retention of new material by students. This study 
hypothesised that by actively linking semantic associations to the hiragana script 
during instruction, and combining this presentation with the usual strategies of visual 
mnemonics, kinaesthetic association, frequent repetition, contextual cuing and so on, 
that the acquisition of the script by young learners could be further enhanced. This 
study examined the incorporation of meaningfulness into hiragana instruction in one 
class of year six students and compared their recall of the symbols with the recall of 
students from a second class that experienced instruction that used consonant-family 
as its basis of organisation. 
The research question set out to examine the impact of two instructional approaches on 
three aspects of students' learning behaviour; the cognitive, as in the students' facility 
in recognising, decoding and recalling the hiragana symbols; the affective, as in how 
the students felt about the task they were expected to master; and the strategies used to 
acquire and assimilate the hiragana script. Having determined these three student 
responses by the two groups, there is then a consequence for the teacher co-ordinating 
the hiragana instruction, and the researcher has reworked his own teaching strategies 
as a result of this study. 
To summarise the students' response to the course of instruction and testing, the 
results of the hiragana testing regime demonstrated that the different instructional 
approaches experienced by the two groups did not facilitate increased recognition 
decoding or recall for either of the two classes. On the affective level both groups saw 
the task as difficult, although the WB instructional group saw the task as having a 
purpose and they therefore made fewer negative comments than the CF group. 
In terms of strategy use, while a range of strategies were modelled by the teacher, the 
use of 'Visual Mnemonics' was the most frequently mentioned strategy in the FGis by 
members of both classes. Overall there was more use of 'bottom-up' strategies than 
'top-down' strategies. In both instructional settings the teacher made use of the 
principle of 'advance organisers' which were congruent with the 'Association' and 
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'Sequence' learning strategies but these were seldom mentioned as useful memory 
aids by members of either class. 
The class receiving instruction of the symbols in 'consonant-families' had a mildly 
better result in the test scores and this may have been as a result of the consonant-
family being a more cognitively economical 'advance organiser' than the Japanese 
words used for instruction in this study. The word based symbol grouping was more 
differentiated than the consonant-family grouping and this may have allowed the latter 
group a slight advantage in the economy of recall of the symbols with out the necessity 
to access the memory trace via a weak link to a somewhat obscure L2 lexical item. 
This lack of 'word superiority effect' may have been due to the low exposure to the 
key lexical items the students had received by this stage in their study of Japanese. 
As evidenced by the students' comments, there was little study of the symbols 
conducted outside of the lesson periods and the respondents were not highly motivated 
to master the hiragana script. Students found the superficial similarity of many of the 
symbols confusing and, as expounded by Ausubel (1963) and Novak (1998), if little 
time is invested in acquisition of new knowledge only moderate progress will result, 
and for most of the students this doomed the task to one of, at best, low 
meaningfulness, and at worst, rote learning. 
These results are in accord with the interactive-compensatory reading models 
developed by Ehri (1998) and Stanovich (1988). At this stage in their L2 decoding the 
students were reliant on the 'bottom-up' processes and, when in the Ll the students 
would tend to invoke 'top-down' processes, such as world knowledge, this 
knowledge was unavailable to them as Japanese L2 learners. There are fewer cues 
available to the students both at the syntactic and semantic levels and the movement 
into meaning formation breaks down. This inability to find meaning in what is being 
read is in itself demotivating and the students become disinterested and give up. 
The researcher as practising teacher has attempted to address these issues in a range of 
ways in his classes since this study was undertaken. The hiragana script is used from 
the beginning of the year in order to break down the unfamiliarity and build the 
expectation that the students will all need to know the script by the end of the year. 
Script usage is supported by use of enlarged text books and level-appropriate shared 
reading texts. Students are encouraged to decode script groupings for themselves 
based on repetition and teacher modelling, both at the individual symbol level and at 
the word or phrase level. This utilises aspects of the 'word-based' approach as used in 
this study. 
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Script instruction begins in term two of the first year of Japanese lessons, allowing 
time for aural/oral practice to build phonetic discrimination skills. These are taught in 
their 'consonant-families' and as the number of symbols increases a range of 
memorisation strategies are introduced. Use of 'graded reading' and shared texts 
continues, and students are encouraged to read along with the teacher. 
Placing symbols in 'consonant-family' sequences or incorporating symbol instruction 
into meaningful contexts both have their advantages. The students in this study 
reported a lot of frustration about, and avoidance of, studying hiragana but an 
increased emphasis on learning strategies and judicious use of features from both 
strategies explored in this study, might overcome this and provide the students with 
skills for studying Japanese, or other languages, to higher levels. 
As the Education Queensland syllabus is mandated for students from Year Four to 
Year Ten, hiragana script is now introduced at lower grades than was experienced by 
the students in this study. More exposure to the script, to the vocabulary and to the 
language functions of Japanese is now possible in the primary school years and it can 
be expected that the students will be able to demonstrate reading outcomes at higher 
levels of the syllabus. It is hoped that the current Japanese students may be able to 
develop a broader range of decoding and memorisation strategies than those to which 
the students in this study limited themselves, and hopefully incorporate more of the 
higher level reading strategies and become fluent readers of hiragana script. 
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Appendix A: Japanese Hiragana Syllabary 
Standard Table 
~ ~) ... ... j:3 a I u ) e z 0 
ka fl ki :! ku < ke ~t ko .... .._ 
sa 72 shi L SU T se -l± so f 
ta t::. chi 0 tsu ""') te T to t 
na g ni ~: nu ~ ne ta no en 
id: u .,. ............ tl ha hi fu .... ) ... he ho 
ma £ mi }j mu t me if) mo t 
ya J.t--\ yu ~ yo ct 
... I) ~ n 0 ra ~ ri ru re ro 
wa *) 0 ~ n Iv 
Vocalised Symbols 
t{ :!f' ( ~r ,, ...,. ga g1 .._ gu ge go .._ 
za 
~--
.._ ji L'' zu -f' ze tt'' zo t'' 
t::.'' 0'' ,, ,, t'' da ji zu ""') de T do 
~f· U'' .,. ,, ,, ~-l'' ba bi bu .... ) ... be ............ bo 
~f' uo .,. 0 ....-......o ~do pa pi pu .... ) ... pe po 
Combination Symbols 
kya :!-\'-' kyu :!~ kyo :!J: 
gya ~--.._ -\'-' gyu ~--.._ ~ gyo ~--.._ J: 
sha L-\'-' shu L~ sho Let: 
ja L'-\'-' ju L'~ JO L~·J: 
cha 0-\'-' chu 0~ cho 0J: 
Ja 0''-\'-' ju 0''~ jo 0 ''ct: 
nya ~:-\'-' nyu ~:~ nyo ~:J: 
hya U-\'-' hyu u~ hyo UJ: 
bya U''-\'-' byu 7j''~ byo u''ct: 
pya Uo-\'-' pyu uo~ pyo UOJ: 
mya }j-\'-' myu }j~ myo #J: 
rya 1)-\'-' ryu I)~ ryo l)J: 
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Appendix B: List of hiragana symbols in order of presentation. 
The table lists the hiragana divided into twelve lessons presenting between four and 
six new items each lesson. 
o d-based (Jr u 
hira ana 
1. ::./v~:tsid.: 
2. b t:: L ... --c''-t # 
3. u~ a:z .... tt 
4. ~J:-1~~ * U~T # 
s. c''-lt··· ~ 1Jtt'c-l 
,, t --~ 6. t::tl.OJ ... <::J::.~) 
7. cf:.> t::'' ts t::lv L'' J:-1 lf 
... 11--:::i ... 
s. ~l . z. Ziv U 0 --:::i 
~t L:'' t L'' J:-1 :!'' 
9. --~-- --c'' it';: 1± Iv 1± ll 
"'"'~ *: 
10. JJ:.~-- t ta T 
r}lf_ 6b 
11. JJ.if.;i. f)~ z ~ 0 ~ lf;: 
~I ~--~.._· J: 
12. t)~t)~ 'd 0L~l 0 b-1 
'b-1 (( ~f~f 
roma·i 
konnichiwa 
watashi .... desu 
onamae .... ka 
sayounara; oyasumi 
douzo; arigatou 
dare no ... kuda(sa)i 
tomodachi; tanjoubi 
. .. itsu ... 
hon; enpitsu; 
keshigomu;jougi 
fudebako; sensei; 
heya; o 
hiza; mune; te 
yubi; me 
inu; kaeru; roppiki 
kingyo 
chu chu po po; mou 
mou; gugu; gege; 
hello, good day 
I am ... 
name; 'question marker' 
goodbye; goodnight 
here you are; thank you 
whose ... please 
friend; birthday ... 
when 
book; pencil; 
eraser; ruler 
pencil case; teacher 
room; predicate marker 
knee; chest; hand 
finger; eye 
dog; frog; six 
animals; gold fish 
onomatopoeic words 
animal noises and 
--~ ... -- --~ ... -- !t ~ ;:'' ~ bubu; gyagya sound effects 
#Areas marked with' ... ' are omitted items able to be written using known symbols. 
* Hiragana items underlined have been taught in earlier words. 
Week Famil Week Famil 
1 vowel 2 k 3 s 
4 t 5 n 6 h 
7 ill 8 y 9 r 
10 w 11 vocalised 12 combination 
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Appendix C: 
Holborn Word Skills Test Data 
All data expressed in months 
Chronological age = CA Reading Age = RA RA-CA=Diff 
Group 1 (Word-Based) Group 2 (Consonant-Family based) 
Boys Boys 
StudentN° ID Code CA RA Diff StudentN° ID Code CA RA Diff 
1 WBl 131 138 7 1 CBl no data 
2 WB2 132 159 27 2 CB2 123 108 -15 
3 WB3 132 165 33 3 CB3 134 129 -5 
4 WB4 126 132 6 4 CB4 128 147 19 
5 WB5 132 120 -12 5 CBS 126 165 39 
6 WB6 125 156 31 6 CB6 129 156 27 
7 WB7 126 165 39 7 CB7 132 165 33 
8 WB8 121 165 44 8 CB8 121 138 17 
9 WB9 131 165 34 9 CB9 136 156 20 
10 WBlO 126 135 9 10 CBlO 125 165 40 
11 WBll 131 129 -2 11 CBll 127 135 8 
12 WB12 126 120 -6 12 CB12 128 150 22 
13 WB13 133 114 -19 13 CB13 122 117 -5 
14 WB14 127 162 35 14 CB14 130 162 32 
15 WB15 132 135 3 
Mean CA 129 Mean CA 128 
Mean RA 144 Mean RA 146 
MeanDiff 15 MeanDiff 18 
Girls Girls 
16 WGl 127 126 -1 15 CGl 126 159 33 
17 WG2* 132 132 0 16 CG2 123 159 36 
18 WG3 133 165 32 17 CG3 123 159 36 
19 WG4* 133 114 -19 18 CG4 121 153 32 
20 WG5 123 126 3 19 CG5 126 132 6 
21 WG6 142 108 -34 20 CG6 122 159 37 
22 WG7 131 150 19 21 CG7 131 114 -17 
23 WG8 123 147 24 22 CG8 132 147 15 
24 WG9 129 165 36 23 CG9 125 147 22 
25 WGIO 130 144 14 24 CGlO 126 159 33 
26 WGll 131 135 4 25 CGll 123 135 12 
Mean CA 130.4 Mean CA 125 
Mean RA 137.5 Mean RA 148 
MeanDiff 7.1 MeanDiff 22 
Grou12 Mean Difference 11 Grou12 Mefil! Diff eren~e 20 
* subsequent data ignored due to absence 
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Week Twelve Hiragana Test Data 
'Long' test and 'Short' test scores combined 
Group 1 (Word-Based) Group 2 (Consonant-Family Based) 
Boys Boys 
StudentN° ID Code Score Student N° ID Code Score 
1 WBl 23.4 1 CBI 108.5 
2 WB2 121.2 2 CB2 90.6 
3 WB3 137 3 CB3 75.6 
4 WB4 67.9 4 CB4 130.6 
5 WBS 79.3 5 CBS 137 
6 WB6 102 6 CB6 130 
7 WB7 66.1 7 CB7 125.9 
8 WB8 128.9 8 CB8 66.2 
9 WB9 107.1 9 CB9 135 
10 WBlO 35.5 10 CBlO 28.1 
11 WBll 50.7 11 CBll 121.2 
12 WB12 108.1 12 CB12 38.2 
13 WB13 88.4 13 CB13 118.8 
14 WB14 114.8 14 CB14 25.1 
15 WB15 117.5 
Girls Girls 
StudentN° ID Code Score StudentN° ID Code Score 
16 WGl 103 15 CGl 115.9 
17 WG2* 16 CG2 82.7 
18 WG3 103.7 17 CG3 133.3 
19 WG4* 18 CG4 31.7 
20 WG5 101 19 CG5 51.7 
21 WG6 25.5 20 CG6 124.9 
22 WG7 79 21 CG7 132.3 
23 WG8 90.3 22 CG8 108 
24 WG9 104.3 23 CG9 117.8 
25 WGlO 91.6 24 CGlO 127.9 
26 WGll 90.6 25 CGll 89.2 
N=24 N=25 
GroupM~an 89 Group Mean 97.8 
Standard Deviation 30.9 Standard Deviation 38.3 
*Data disregarded due to absences 
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Appendix D: Focus Group Facilitation Protocols 
(After Lederman 1987: 123) 
Protocol One: Used for the first Interview in week three. 
Preliminaries 
Introduction: Facilitator provides background and ground rules as follows: 
There is no hidden agenda to the discussion. What I want is for you to take this as an 
opportunity to share your thoughts and opinions freely. What I am going to do is spend the 
next several minutes listening to you talk together and try to get a full picture of your 
thoughts and feelings. The only thing to remember here is that there are no right or wrong 
answers - only your honest opinions. I ask that you speak one at a time and to regard this tape 
recorder as simply an extension of my memory, so that I can have a clear and accurate 
recollection of what you people all say. Everything you say here of course is confidential and 
the results of this discussion will be reported anonymously. 
Does anyone have any questions on how we are going to proceed? 
Issues and related discussion; Facilitator reads the following focus paragraph: 
You have had three lessons about writing hiragana, the writing of Japanese script and you will 
have had some reactions about that experience. Script learning is seen by some students as a 
real challenge and something that they have to work really hard at to do successfully while 
some students see it as a challenge but one that they enjoy and that they see as fun. Some 
students develop different strategies and ways of learning the script and become very good at 
reading Japanese sentences while other students avoid learning the script symbols and never feel 
very comfortable reading Japanese text. By becoming good at reading symbols it is possible to 
read simple Japanese books and comics the way they are written in Japan. However by sticking 
with Japanese written with English letters the amount of reading you can do in Japanese is 
very restricted. I would like you to talk amongst yourselves about your experience up to today 
of learning hiragana, I will not take part in your discussion - so it is over to you. 
Closing 
Facilitator thanks participants and reiterates that all comments will be held in 
confidence. 
Protocol Two: Used for the Second Interview in week seven. 
Facilitator reconfirms background and ground rules as follows: 
As before there is no hidden agenda to the discussion. I want you to take this as an opportunity 
to share your thoughts and opinions freely. I am going to spend the next several minutes 
listening to you talk together and try to get a full picture of your thoughts and feelings. The 
only ground rules to remember here are that there are no right or wrong answers - only your 
honest opinions. I ask that you please speak one at a time and to regard this tape recorder as 
simply an extension of my memory, so that I can have a clear and accurate recollection of what 
you people all say. Everything you say here of course is confidential and the results of this 
discussion will be reported anonymously. 
Does anyone have any questions on how we are going to proceed? 
Issues and related discussion; Facilitator reads the following focus paragraphs: 
You have been studying hiragana for six weeks now and you have had two weeks of holidays 
in the middle. You will have some thoughts and feelings about the hiragana learning 
experience. The other week you talked about the advantages of learning Japanese and about 
what you liked and disliked about the classes. Many of you talked about how Japan and the 
Japanese language are different from Australia and the English language and about the 
usefulness of learning Japanese. 
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However today I would like you to talk about your experiences of learning hiragana. I would 
like to hear your thoughts about memorising the symbols, how you study them, how often 
you look at them outside of class and the sorts of things that you do when you are studying 
them if you do. 
When each new symbol is taught we talk about the pictures that you might use to remember 
them. I would like to hear how you people use those pictures or even whether you do or not or 
whether you use some other strategy for helping you read and write the hiragana script. 
You are now in the habit of taking short review tests most lessons. I would like to hear how 
you study for those and the kinds of things that you think about as you actually do the tests. 
There are lots of things to talk about but please try to only speak one at a time. I will not take 
part in your discussion - so it is over to you. 
Closing 
Facilitator thanks participants and reiterates that all comments will be held in 
confidence. 
Protocol Three: Used for the third Interview in week twelve. 
Facilitator reconfirms background and ground rules as follows: 
As before there is no hidden agenda to the discussion. I want you to take this as an opportunity 
to share your thoughts and opinions freely. I am going to spend the next several minutes 
listening to you talk together and try to get a full picture of your thoughts and feelings. The 
only thing to remember here is that there are no right or wrong answers - only your honest 
opinions. I ask that you please speak one at a time and to regard this tape recorder as simply an 
extension of my memory, so that I can have a clear and accurate recollection of what you 
people all say. Everything you say here of course is confidential and the results of this 
discussion will be reported anonymously. 
Does anyone have any questions on how we are going to proceed? 
Issues and related discussion; Facilitator reads the following focus paragraphs: 
You have been studying hiragana for eleven or twelve weeks now as well as two weeks of 
holidays in the middle and now you have been taught all the hiragana script. You have talked 
in the past about learning this script but I would like to hear how you all feel about it now. 
The other week you talked about strategies for learning Japanese and about what you liked and 
disliked about the classes. 
Today I would like you to talk some more about your experiences of learning hiragana. I would 
like to hear your thoughts about memorising the symbols, how you study them, how often 
you look at them outside of class and the sorts of things that you do when you are studying 
them if you do. 
When each new symbol is taught we talk about the pictures that you might use to remember 
them. I would like to hear how you people use those pictures or even whether you do or not or 
whether you use some other strategy for helping you read and write the hiragana script. There 
are now a very large number of symbols that you are expected to know. I would like to hear 
how you feel about that and the kinds of strategies that you use to cope with all those little 
pieces of funny squiggles as some of you have called them. 
You are now in the habit of taking short review tests most lessons. I would like to hear how 
you study for those and the kinds of things that you think about as you actually do the tests. 
There are lots of things to talk about but please try to speak only one at a time. I will not take 
part in your discussion - so it is over to you. 
Closing (As for FGI I and II.) 
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Appendix E: Short Test Script 
A U E 0 
K 
G 
s 
z 
T 
ts,, ,, D ""J 
N 
H 
B 
p 
M 
y 
R 
w (o) 
(n) 
NB The two items in the D family were supplied in all tests due to their low frequency 
of occurrence. 
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Appendix F: 'Long' Test Scripts 
Word-Based Group: Test 1 
Name: Class: ______ _ 
Section A: You will be shown some flash cards. From the symbols 
below choose those that were shown and circle them. 
' 
Section B: You will be shown five words in hiragana. Circle the English 
words below that have the same meaning as those words. 
day sushi nose age live 
book front two head 
Section C: Choose from the symbols below, those that you have been 
taught in class. Circle them and write their sounds below in romaji. eg 
f:, ~ 1' 
Section D: Draw a line between the hiragana words on the left and 
the same words written in romaji on the right. 
kani 
t~'= koni , _ _, 
- ""-' tani 
1 .. ~ .. niko 
"J' hachi 
IJ .. n kawa 
oka 
kao 
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Consonant-Family Group: Test 1 
Name: 
--
Class: __ 
Section A: You will be shown some flash cards. From the symbols below, 
choose those that were shown and circle them. 
Section B: You will be shown five words in hiragana. Circle the English 
words below that have the same meaning as those words. 
day sushi nose age no 
book leg four head 
Section C: Choose from the symbols below, those that you have been 
taught in class. Circle them and write their sounds below in romaji. eg 
,,,, r -t- 7 
+ 
Section D: Draw a line between the hiragana words on the left and the 
same words written in romaji on the right 
saki 
iko 
kushi 
ao 
kisa 
shiku 
oka 
kao 
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Word-Based Group: Test 2 
Name: ______ _ Class: _____ _ 
Section A: You will be shown some flash cards. 
From the symbols below choose those that were shown and circle them. 
'~ 
Section B: You will be shown five words in hiragana. 
Circle the English words below that have the same meaning as those 
words. 
blue stomach nose what yes 
red leg tomorrow clock 
Section C: Choose from the symbols below, those that you have been 
taught in class. Circle them and write their sounds below in romaji. eg(f) e 
t> n n ~ 13.. '::! ;t,~ ? 
~ ~ 
.... 
7 
Section D: Draw a line between the hiragana words on the left and the 
same words written in romaji on the right. 
\~ft sushi 
miyasa 
:1+~ hare 
~ kutsu aisatsu 
~"'1~~ seikatsu 
2~ kosu 
isu 
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Consonant-Family Group: Test 2 
Name: _____ _ Class: __ _ 
Section A: You will be shown some flash cards. 
From the symbols below, choose those that were shown and circle them. 
\ 
Section B: You will be shown five words in hiragana. 
Circle the English words below that have the same meaning as those 
words. 
blue stomach nose what yes 
red leg name clock 
Section C: Choose from the symbols below, those that you have been 
taught in class. Circle them and write their sounds below in romaji. e 
*' '~ n * = ~ ~ 
'{? t ' 
Section D: Draw a line between the hiragana words on the left and the 
same words written in romaji on the right 
sushi 
tsukue 
hane 
kutsu 
aisatsu 
seikatsu 
kosu 
isu 
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Word-Based Group: Test 3 
Name: Class: __ 
Section A: You will be shown some flash cards. 
From the symbols below choose those that were shown and circle them. 
Section B: You will be shown five words in hiragana. 
Circle the English words below that have the same meaning as those 
words. 
tall big calculator head black 
green clock teacher white 
Section C: Choose from the symbols below, those that you have been 
taught in class. Circle them and write their sounds below in romaji. eg{S>e 
9 f/ ~·· ~i 
ti ~ i d) 
Section D: Draw a line between the hiragana words on the left and the 
same words written in romaji on the right. 
t.t 1'~.,~ tomodachi 
u~~ -J•) 
tamagochi 
kanji 
\1.h,-f~ ~ kokuban 
t:: l~t~' hinamatsuri 
11·~c· hondana 
tokei 
takai 
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Consonant-Family Group: Test 3 
Name: Class: 
---
Section A: You will be shown some flash cards. 
From the symbols below, choose those that were shown and circle them. 
~ 
Section B: You will be shown five words in hiragana. 
Circle the English words below that have the same meaning as those 
words. 
tall big calculator head black 
green clock teacher white 
Section C: Choose from the symbols below, those that you have been 
taught in class. Circle them and write their sounds below in rornaji. eg @e. 
p -c'>6 li 
Section D: Draw a line between the hiragana words on the left and the 
same words written in romaji on the right 
~~~IJ\ onaka 
senaka 
vtt:1~~ kanji 
~~'~-? kansai 
t~IJ"i) aisatsu 
hinamatsuri 
-IJ .. h,,, ~ ' ' tokei 
takai 
- 122-
Word-Based Group and Consonant-Family Group: Test 4 
Name:-------------- Class: 
--
Section A: You will be shown some flash cards. 
From the symbols below choose those that were shown and circle them. 
Section B: You will be shown five words in hiragana. 
Circle the English words below that have the same meaning as those 
words. 
purple fish mouse horse frog 
keep one animal one person stomach 
Section C: Choose from the symbols below, those that you have been 
taught in class. Circle them and write their sounds below in romaji. eg©~ 
~~ V-
Section D: Draw a line between the hiragana words on the left and the 
same words written in romaji on the right. 
!?~k"'' 
~Ji, Ct •• '? 
(, ~ 13~··~ 
~ .. ~<t~··~(,,, 
shichigatsu 
mattaraishou 
teppanyaki 
sengetsu 
kongetsu 
1,,., t~ f 'J; ; t,1• mattamokuyoubi 
detekudasai 
aketekudasai 
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Section E: Sentence Comprehension Test 
Name: 
-
Class=~~~~ 
1. Put into romaji :-
j 7J l1vl 1~ 1~) I 1~-1-r1n~1. I I 
I I I I I I I I I I I I 
Answer using hiragana:-
1 I I I I I I I I I I I I I I I 
2. Put into romaji :-
jt~''jn \ IJ)I 1~11v1 1~-1-r1n~1. I I 
I I I I I I I I I I I I I I 
Answer using hiragana :-
' I I I I I I I I I I I I I I I 
3. Put into roma·i :-
I I I I I I I I I I I I I I I I I I I I I I I I 
Write [°ur rep'] using hiragana:-
I I I I I I I I I I I I I I I I I I I I I I 
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Appendix G: Textbook Hiragana Instructional Methodology 
Table indicating instruction strategies utilised or recommended for kana recognition 
training in Japanese language textbooks and curricula. The table indicates the 
organisation of the first presentation of the script. Several of the texts featured 
consonant-family instruction in the initial stages, but moved to writing practice in 
words once the symbols had been introduced. 
Word- Cons.-
Text Author Text Title Based Familv Both Unstated 
Association for Japanese ...; 
Language Teaching Japanese for Busy People 
(1984) 
Batt Hiragana Gambatte! ...; 
(1993) 
Batt Katakana Gambatte! v' 
(1994) 
Dodd&Brice Shookai ...; 
(1994) 
Hadamitzky & Spahn A Guide to Writing Kanji ...; 
(1991) and Kana: Bkl 
Hongo Tanoshii Hiragana ...; 
(1995) 
Lampkin & Hoshino Easy Kana Workbook ...; 
(1991) 
Mitamura Let's Learn Hiragana ...; 
(1985a) 
Mitamura Let's Learn Katakana .y 
(1985b) 
Mizutani & Mizutani Introduction to Modem .y 
(1977) Japanese 
Nagara Japanese for Everyone ...; 
(1990) 
National Curriculum .y 
Guidelines: Japanese Y oroshiku: Niko Niko 
(1993) 
Patterson My Hiragana Workbook v' 
(199()) 
Tohsaku Yookoso ...; 
(1994) 
Sakade A Guide to Reading and .y 
(1961) Writing Japanese 
Wells Easy Katakana ...; 
0989) 
Totals 3 7 3 3 
- 125-
Reference List 
Alderson, J.C. (1984). Reading in a Foreign Language: A Reading Problem or a Language Problem? 
In J. C. Alderson & A. H. Urquhart (Eds.), Reading in a Foreign Language (pp. 1-24). 
London: Longman. 
Alderson, J. C., & Urquhart, A. H. (Eds.). (1984). Reading in a Foreign Language. London: 
Longman. 
Altarriba, J., & Mathis, K. M. (1997). Conceptual and Lexical Development in Second Language 
Acquisition. Journal of Memory and Language, 36, 550-568. 
Association for Japanese Language Teaching. (1984). Japanese for Busy people. Tokyo: Kodansha 
International. 
Ausubel, D. P. (1963). The Psychology of Meaningful Verbal Learning: An Introduction to School 
Learning. New York: Grune and Stratton. 
Batt, D. (1993). Hiragana Gambatte! Tokyo: Kodansha International. 
Batt, D. (1994). Katakana Gambatte! Tokyo: Kodansha International. 
Birch, G., Norris, E., & Negishi, H. (1995). The Effect of Explicit Teaching of Learning Strategies 
on Students' Reading and Writing in a Japanese Partial Immersion Program. Nathan, Qld: 
Faculty of Education, Griffith University. 
Bourke, B. (1997). Maximising Efficiency in the Kanji Learning Task. Unpublished Ph.D Thesis, 
University of Queensland, Brisbane, Australia. 
Brannen, N. S. (1990). Ingredients for Learning Japanese. Japan Quarterly(Jan-Mar), 55-62. 
Bruning, J. L., & Kintz, B. L. (1987). Computational Handbook of Statistics. Glenview, Illinois: 
Scott, Foresman and Company. 
Burgess, R. G. (Ed.). (1982a). Field Research: A Sourcebook and Field Manual. London: Unwin 
Hyman. 
Burgess, R. G. (1982b). Keeping Field Notes. In R. G. Burgess (Ed.), Field Research: A 
Sourcebook and Field Manual (pp. 191-194). London: Unwin Hyman. 
Byrne, B., Fielding-Barnsley, R., & Ashley, L. (1996). What Does the Child Bring to the Task of 
Learning to Read? A Summary of the New England Reading Acquisition Projects. Australian 
Journal of Psychology, 48(3), 119-123. 
Carrell, P. L. (1998). Can Reading Strategies Be Successfully Taught? Australian Review of Applied 
Linguistics, 21(1), 1-20. 
Carrell, P. L., Devine, J., & Eskey, D. E. (Eds.). (1988). Interactive Approaches to Second 
Language Reading. Cambridge: Cambridge University Press. 
Cheng, M. H., & Banya, K. (1998). Bridging the Gap Between Teaching Styles and Learning Styles. 
In J. M. Reid (Ed.), Understanding Learning Styles in the Second Language Classroom (pp. 
80-84). Upper Saddle River, N.J.: Prentice Hall Regents. 
Chitiri, H., Sun, Y., Willows, D. M., & Taylor, I. (1992). Word Recognition in Second-Language 
Reading. In R. J. Harris (Ed.), Cognitive Processing in Bilinguals (pp. 283-297). New York: 
Elsevier Science Publishers. 
Clarke, M. A. ( 1988). The Short Circuit Hypothesis of ESL Reading - or When Language 
Competence Interferes with Reading Performance. In P. L. Carrell, J. Devine, & D. E. Eskey 
(Eds.), Interactive Approaches to Second Language Reading (pp. 114-125). Cambridge: 
Cambridge University Press. 
- 126-
Clyne, M. (Ed.). (1986). An Early Start: Second Language at Primary School. Melbourne: River 
Seine Publications. 
Clyne, M., Jenkins, C., Chen, I. Y., Tsokalidou, R., & Wallner, T. (1995). Developing Second 
Language from the Primary School: Models and Outcomes. Canberra: The National 
Languages and Literacy Institute of Australia. 
Coates, J. (Ed.). (1998). Language and Gender: a Reader. Oxford: Blackwell Publishers. 
Cohen, A. D. (1987). Using Verbal Reports in Research on Language Learning. In C. Frerch & G. 
Kaspar (Eds.), Introspection in Second Language Research (pp. 82-95). Avon: Multilingual 
Matters. 
Cohen, L., & Manion, L. (1989). Research Methods in Education (3rd ed.). London: Routledge. 
Dabelstein, G. (2000). Letter to the Director General of Education Queensland : Modem Languages 
Teachers Association of Queensland. 
Davies, R., Ward, J., Smith, P., & Kato, K. (1996). Hiragana Hurdle: Are We Perpetuating the 
Problem? Sekai no Nilwngo Kyouiku (Japanese Language Education Around the Globe), 6, 
141-158. 
Davis, J. N., & Bistodeau, L. (1993). How do Ll and L2 Reading Differ? Evidence from Think Aloud 
Protocols. The Modern Language Journal, 77(4), 459-472. 
Department of Education. (1992). Japanese: Stage A Activity Book Units 1-4. Biisbane, Qld: 
Department of Education. 
Devine, J. (1988). A Case Study of Two Readers: Models of Reading and Reading Performance. In P. 
L. Carrell, J. Devine, & D. E. Eskey (Eds.), Interactive Approaches to Second Language 
Reading (pp. 127-139). Cambridge: Cambridge University Press. 
Djite, P. G. ( 1994). From Language Policy to Language Planning: An Overview of Languages Other 
than English in Australian Education. Canberra: National Languages and Literacy Institute of 
Australia. 
Dodd, C. M., & Brice, J. M. (1994). Shookai; An Introductory Japanese Language Program for 
Primary Schools. South Melbourne: Macmillan Education. 
Donato, R. (1994). Collective Scaffolding in Second Language Leaming. In J.P. Lantolf & G. Appel 
(Eds.), Vygotskian Approaches to Second Language Research (pp. 33-56). Norwood, N.J.: 
Ablex Publishing Corporation. 
Dunbar, G. (1998). Data Analysis for Psychology. London: Arnold. 
Ehri, L. C. (1998). Grapheme-Phoneme Knowledge is Essential for Learning to Read Words in 
English. In J. L. Metsala & L. C. Ehri (Eds.), Word Recognition in Beginning Literacy (pp. 
3-40). Mahwah, N.J.: Lawrence Erlbaum Associates. 
Ehri, L. C. (1999). Phases of Development in Learning to Read Words. In J. Oakhill & R. Beard 
(Eds.), Reading Development and the Teaching of Reading: A Psyclwlogical Perspective (pp. 
79-108). London: Blackwell. 
Ericsson, K. A., & Simon, H. A. ( 1987). Verbal Reports on Thinking. In C. Frerch & G. Kaspar 
(Eds.), Introspection in Second Language Research (pp. 24-53). Avon: Multilingual Matters. 
Eskey, D. L. (1988). Holding in the Bottom: an Interactive Approach to the Language Problems of 
Second Language Learners. In P. L. Carrell, J. Devine, & D. E. Eskey (Eds.), Interactive 
Approaches to Second Language Reading (pp. 93-100). Camblidge: Cambridge University 
Press. 
Frerch, C., & Kaspar, G. (Eds.). (1987). Introspection in Second Language Research. Avon: 
Multilingual Matters. 
Falconer, E. (1995). Mission Possible: Learning Japanese. Japan Quarterly, April-June, 205-211. 
- 127 -
Foorman, B. J., & Siegal, A. W. (Eds.). (1986). Acquisition of Reading Skills: Cultural Constraints 
and Cognitive Universals. Hillsdale, N.J.: Lawrence Entbaum Associates. 
Fujimori, K., & Andreoni, H. (1994, ). A Cross-Cultural Study of Language Teaching Methods in 
Japan and Australia. Japanese Education Newsletter of the Nagoya Gakuin University's 
Japanese Department, 1, 20-38. 
Gagne, R. M., Briggs, L. J., & Wager, W. W. (1992). Principles of Instructional Design (4th ed.). 
New York: Holt Rhinehart and Winston. 
Gilbert, P. (1994). Divided By a Common Language?: Gender and the English Curriculum. Carlton, 
Vic.: Curriculum Corporation. 
Gilbert, P. (1996). Gender Talk and Silence: Speaking and Listening as Social Practice. In G. Bull & 
M. Anstey (Eds.), The Literary Lexicon. Sydney N.S.W.: Prentice Hall. 
Gillette, B. (1994). The Role of Leamer Goals in L2 Success. In J. P. Lantolf & G. Appel (Eds.), 
Vygotskian Approaches to Second Language Research (pp. 195-213). Norwood, N.J.: Ablex 
Publishing Corporation. 
Goldsworthy, C. L. (1998). Sourcebook of Phonological Awareness Activities: Children's Classic 
Literature. San Diego: Singular Publishing Group. 
Grayson, M. (1993). The Effects of Using Pinyin and Characters on Student Attitudes and Academic 
Achievement in Year Six Chinese Beginners' Classes. Unpublished Masters Thesis, Gtiffith 
University, Brisbane. 
Grotjahn, R. (1987). On the Methodological Basis of Introspective Methods. In C. Frerch & G. 
Kaspar (Eds.), Introspection in Second Language Research (pp. 54-81). Avon: Multilingual 
Matters. 
Hadamitzky, W., & Spahn, M. (1991). A Guide to Writing Kanji and Kana; Book l. Tokyo: Charles 
E Tuttle Company. 
Harada, F. K. (1988). The Effect of Three Different Ortlwgraphical Presentations of a Text Upon the 
Reading Behaviours of Native and Non-Native Readers of Japanese: An Eye Tracking Study. 
Unpublished Ph. D, Ohio University. 
Harbon, L. (1997). Constructivism in the Languages Classroom. Babel, 32(3), 12-1535-38. 
Harrington, M. (1999). Personal Communication. 
Harris, R. J. (Ed.). (1992). Cognitive Processing in Bilinguals. New York: Elsevier Science 
Publishers. 
Hatano, G. (1986). How Do Japanese Children Learn to Read?: Orthographic and Eco-cultural 
Variables. In B. J. Poorman & A. W. Siegal (Eds.), Acquisition of Reading Skills: Cultural 
Constraints and Cognitive Universals (pp. 81-114). Hillsdale, N.J.: Lawrence Entbaum 
Associates. 
Holborn. (1948). Holborn Reading Scale: Harraps. 
Hongo, K. ( 1995). Tanoshi Hiragana: Hiragana Made Easy. Marrickville, N.S. W.: Science Press. 
Hood, S., Solomon, N., & Bums, A. (1996). Focus On Reading. Sydney: National Centre for 
English Language Teaching and Research. 
Horiba, Y. (1990). Narrative Comprehension Processes: A Study of Native and Non-Native Readers of 
Japanese. The Modern Language Journal, 74(2), 188-202. 
Hung, D. L., & Tzeng, 0. J. L. (1981). Orthographic Variations and Visual Information Processing. 
Psychological Bulletin, 90(3), 377-414. 
Jones, M. (1993). Teaching Japanese in Derbyshire: An Area Based Approach. In S. Kaiser (Ed.), 
Japanese Language Teaching in the Nineties: Materials and Course Design (pp. 107-115). 
Sandgate, Kent: Japan Library. 
- 128-
Kaiser, S. (Ed.). (1993). Japanese Language Teaching in the Nineties: Materials and Course 
Design. Sandgate, Kent: Japan Library. 
Kirkpatrick, A. (1995). Learning Asian Languages in Australia: Which Languages and When? Babel, 
30(1), 4-11 26-29. 
Kitajima, R. (1997). Referential Strategy Training for Second Language Reading Comprehension of 
Japanese Texts. Foreign Language Annals, 30(1), 84-97. 
Koda, K. (1992). The Effects of Lower-Level processing Skills on FL Reading Performance: 
Implications for Instruction. The Modern Language Journal, 76(4), 502-512. 
Koda, K. (1996). L2 Word Recognition Research: A Critical Review. The Modern Language 
Journal, 80(4), 450-460. 
Krashen, S. D. (1981). Second Language Acquisition and Second Language Leaming. Oxford: 
Pergamon Press. 
Lampkin, R. L., & Hoshino, 0. (1991). Easy Kana Workbook: Basic Practise in Hiragana and 
Katakana for Japanese Language Students. Lincolnwood, Ill.: National Textbook Company. 
Langdon, A. (1997). LOTE in Queensland: Teaching About Language or Teaching a Language? 
LOTE Link, 7(1), 1-2. 
Lantolf, J.P., & Appel, G. (Eds.). (1994). Vygotskian Approaches to Second Language Research. 
Norwood, N.J.: Ablex Publishing Corporation. 
Lederman, L. C. (1990). Assessing Educational Effectiveness: The Focus Group Interview as a 
Technique for Data Collection. Communication Education, 39, 117-127. 
Lee, S.-Y., Uttal, D. H., & Chen, C. (1995). Writing Systems and Acquisition of Reading in 
American, Chinese, and Japanese First-Graders. In I. Taylor & D.R. Olson (Eds.), Scripts and 
Literacy; Reading and Learning to Read Alphabets, Syllabaries and Characters (pp. 247-
263). Dordrecht: Kluwer Academic Publishers. 
Lee, W. L., Wee, G. C., Tzeng, 0. J. L., & Hung, D. L. (1992). A Study of Interlingual and 
Intralingual Stroop Effect in Three Different Scripts: Logograph, Syllabary, and Alphabet. In 
R. J. Harris (Ed.), Cognitive Processing in Bilinguals (pp. 427-442). New York: Elsevier 
Science Publishers. 
Lewis, D. (Ed.). (1995). The Written Assignment: A Guide to the Writing and Presentation of 
Assignments. Brisbane: Queensland University of Technology. 
Madden, J. (1998). Leaming to Communicate Spontaneously: Part One. Babel, 33(1), 20-25. 
Malim, T., & Birch, A. (1997). Research Methods and Statistics. Hampshire: Macmillan. 
Marriott, H., Neustupny, J. V., & Spence-Brown, R. (1993). Unlocking Australia's Language 
Potential: Profiles of Nine Key Languages in Australia: Volume 7 - Japanese. Deakin, 
A.C.T.: The National Languages and Literacy Institute of Australia 
Mellow, J. D., Reeder, K., & Forster, E. (1996). Using Time-Series Research Designs to Investigate 
the Effects of Instruction on SLA. Studies in Second Language Acquisition, 18(3), 325-350. 
Metsala, J. L., & Ehri, L. C. (Eds.). (1998). Word Recognition in Beginning Literacy. Mahwah, 
N.J.: Lawrence Erlbaum Associates. 
Mitamura, Y. K. (1985a). Let's Learn Hiragana:- First Book of Basic Japanese Writing. Tokyo: 
Kodansha International. 
Mitamura, Y. K. (1985b). Let's Learn Katakana: Second Book of Basic Japanese Writing. Tokyo: 
Kodansha International. 
Mizutani, 0., & Mizutani, N. (1977). An Introduction to Modern Japanese. Tokyo: The Japan 
Times. 
- 129-
Moely, B. E., Hart, S.S., Santulli, K., Leal, L., Johnson, T., Rao, N., & Burney, L. (1986). How 
Do Teachers Teach memory Skills? Educational Psychologist, 21(1&2), 55-71. 
Nagara, S. (1990). Japanese for Everyone:- A Functional Approach to Daily Communication. 
Tokyo: Gakken. 
National Curriculum Guidelines for Japanese. (1993). Yoroshiku: Niko Niko Teachers' Handbook 
Stage A & B Early Childhood to Upper Primary. Carlton, Vic.: CutTiculum Corporation. 
Novak, J. D. (1998). Learning, Creating, and Using Knowledge: Concept Maps as Facilitative 
Tools in Schools and Corporations. Mahwah, N.J.: Lawrence Erlbaum Associates. 
Nunan, D. (1992). Research Methods in Ltinguage Learning. Cambridge: Cambridge University 
Press. 
Olsen, D. R. (1995). Writing and the Mind. In J. V. Wertsch, P. delRio, & A. Alvarez (Eds.), 
Sociocultural Studies of the Mind (pp. 95-123). Cambridge: Cambridge University Press. 
Packard, J. L. (1990). Effects of Time Lag in the Introduction of Characters into the Chinese 
Language Curriculum. The Modern Ltinguage Journal, 74(2), 167-175. 
Patterson, K. (1990). My Hiragana Workbook. Brighton Le Sands, N.S.W.: Boinkie. 
Poulisse, N., Bongrerts, T., & Kellerman, E. (1987). The Use of Retrospective Reports in the 
Analysis of Compensatory Strategies. In C. Frerch & G. Kaspar (Eds.), Introspection in 
Second Language Research (pp. 213-229). Avon: Multilingual Matters. 
Quackenbush, H., & Ohso, M. (1983). Hiragana in 48 Minutes - Teacher's Set. Canberra, A.C.T.: 
Curriculum Development Centre. 
Queensland School Curriculum Council. (2000). Ltinguages Other Than English: Years 4 to JO 
Japanese Syllabus. Brisbane: Queensland School Curriculum Council. 
Reid, J.M. (Ed.). (1998). Understanding Learning Styles in the Second Ltinguage Classroom. Upper 
Saddle River, N.J.: Prentice Hall Regents. 
Robson, C. (1983). Experiment, Design and Statistics in Psyclwlogy: An Introduction. London: 
Penguin. 
Romaine, S. (1999). Communicating Gender. Mahwah, N.J.: Lawrence Erlbaum Associates. 
Russell, A. (1996). Group Discussion Research for Needs Assessment. In Queensland University of 
Technology (Ed.), Visual Literacy and Resource Design: Readings (pp. 114-121). Brisbane: 
QUT Open Learning Unit. 
Sakade, F. (Ed.). (1961). A Guide to Reading and Writing Japanese (2nd ed.). Tokyo: Charles E 
Tuttle Company. 
Sampson, G. (1985). Writing Systems; A Linguistic Introduction. Stanford, Cal.: Stanford University 
Press. 
Samuels, S. J., & Farstrup, A. E. (Eds.). (1992). What Research has to Say About Reading 
Instruction (2nd ed.). Newark, Del.: International Reading Association. 
Samuels, S. J., & Kami!, M. L. (1988). Models of the Reading Process. In P. L. Carrell, J. Devine, 
& D. E. Eskey (Eds.), Interactive Approaches to Second Language Reading (pp. 22-36). 
Cambridge: Cambridge University Press. 
Samuels, S. J., Schermer, N., & Reinking, D. (1992). Reading Fluency: Techniques for Making 
Decoding Automatic. In S. J. Samuels & A. E. Farstrup (Eds.), What Research has to Say 
About Reading Instruction (2nd ed.,). Newark, Del.: International Reading Association. 
Sayeg, Y. (1996). The Role of Sound in Reading Kanji and Kana: A Review. Australian Review of 
Applied Linguistics, 19(2), 139-151. 
Scarino, A. (1997). Emphasising the Cognitive Dimension of Language Learning. Babel, 32(3), 4-
11. 
- 130-
Skehan, P. (1998). A Cognitive Approach to Language Learning. Oxford: Oxford University Press. 
Spender, D. (1982). Invisible Women; The Schooling Scandal. London: Writers and Readers 
Publishing Cooperative Society. 
Steinberg, M. T. (1995). Teaching Japanese Toddlers to Read Kanji and Kana. In I. Taylor & D. R. 
Olson (Eds.), Scripts and Literacy: Reading and Learning to Read Alphabets, Syllabaries and 
Characters (pp. 199-214). Dordrecht: Kluwer Academic Publishers. 
Taylor, I., & Olson, D. R. (Eds.). (1995). Scripts and Literacy: Reading and Learning to Read 
Alphabets, Syllabaries and Characters. Dordrecht: Kluwer Academic Publishers. 
Tohsaku, Y. (1994). Yookoso!: An Invitation to Contemporary Japanese. New York, N.Y.: 
McGraw-Hill. 
Tyacke, M. (1998). Learning Style Diversity and the Reading Class: Curriculum Design and 
Assessment. In J. M. Reid (Ed.), Understanding Learning Styles in the Second Language 
Classroom (pp. 34-45). Upper Saddle River, NJ.: Prentice Hall Regents. 
Wells, T. (1989). Easy Katakana: How to Read and Write English Words Used in Japanese. 
Lincolnwood, Ill: Passport Books. 
Wertsch, J. V., delRio, P., & Alvarez, A. (Eds.). (1995). Sociocultural Studies of the Mind. 
Cambridge: Cambridge University Press. 
Zimmermann, R., & Schneider, K. P. (1987). The Collective Leamer Tested: Retrospective Evidence 
for a model of Lexical Search. In C. Frerch & G. Kaspar (Eds.), Introspection in Second 
Language Research (pp. 177-196). Avon: Mui tilingual Matters. 
Zuckernick, H. (1996). Second Language Word Decoding Strategies. The Canadian Modern 
Language Review, 53(1), 76-96. 
- 131 -
